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ABSTRACT 
This thesis draws on sociolinguistic theories to investigate relationships among 
language and social practices in school and out-of-school contexts as enacted 
respectively by four Year 7 students living in Brisbane, Australia. This thesis has three 
main aims. The first is to examine and discuss the degree of fit between school and 
out-of-school practices and their associated social purposes. The second is to 
describe and critique the alignment among these school and out-of-school practices 
and the assumptions and goals of the Queensland Years 1 to 10 English syllabus. The 
third aim is to contribute to developing a replicable and trustworthy method whereby 
sociolinguistic analyses oflanguage and social practices can be conducted conjointly. 
The investigation employs an ethnographic multiple case study design, framed 
principally by James Paul Gee's theory ofD/discourses and constructionist approaches 
to data analysis developed by Judith Green and associate researchers. The four 
participants were selected from a pilot study involving 275 students, then in Year 6, 
from 12 State, Catholic, and Lutheran primary schools in the Brisbane region. Data 
for the present study were collected by means of observations, interviews, artifacts, 
and purposeful conversations, and were analysed using a combination of discourse 
analysis and event mapping techniques. 
Findings suggest that the research approach developed and employed in this study has 
promising potential for investigating complex interrelationships among discourses, 
individuals, and social practices within sociolinguistic research, and that this potential 
merits further investigation. Findings also suggest that significant gaps exist among 
the language assumptions and content of the Queensland English syllabus and young 
people's everyday language and social practices. Finally, gaps and anomalies identified 
in the study have significant implications for teacher education and professional 
development programs in the area of language and literacy education, and some 
strategies for addressing these are proposed. 
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Chapter 1: Introduction 
CHAPTER I: INTRODUCTION 
Complexity reaches its apex with life and society. 
Biological and social systems can be marbled with 
subsystems and sub-subsystems, and sub-sub-subsystems, 
all of unthinkable intricacy (McNeill & Frieberger 1993, 
p. 6). 
1.0 THE LARGER CONTEXT 
We are living in times of great - if not radical - change. This is evident, for example, in 
the globalisation of marketplaces where nations are no longer entirely controlled by 
governments, but increasingly by multinational corporations. Concomitantly, economic 
production in the developed world is shifting from high-volume to high-value outputs, 
and workers are expected to be multiskilled and trainable. 
Concomitant changes in global demographics have generated a need for understanding 
and negotiating a proliferation of languages, as well as cultural and social meanings and 
practices1 in everyday life2. At the level of the individual, singular and stable identities are 
no longer an unchallenged norm in social research, but are conceptualised increasingly 
as multiple and shifting in both physical and virtual contexts. Hand-in-hand with such 
1 Within this thesis, 'social practice' is defined as a 'regular patterning of actions' (Lemke 1995a, p. 102). 
This patterning is not an arbitrary constellation, but is socially constituted over time by repeated and 
recognised ways of doing things. Social practices are caught up dynamically in their own processes and 
contribute to traditions and conventionalised ways of doing things (cf., de Certeau 1984, p. xiv; 
Wittgenstein 1953, P198). Thus, the meaning of a social practice is conferred by the shared purposes, 
values, beliefs, and so forth of those people participating- and not participating- in it. Social practices 
are always in indissoluble relationship with political, economic, moral and cultural interests, and language 
is fully implicated in all of these. 
2 
'The everyday' is used throughout this thesis in terms ofLudwig Wittgenstein's conceptions of ordinary 
language, socially constituted meanings, and forms oflife (e.g., 1953, p. 226). That is to say, the everyday 
'is simply what I do' (ibid., P217; see also de Certeau 1984, pp.l-42). (NB: The 'P' in citations of 
Wittgenstein's work refers to the numbered paragraphs in Part A of Philosophical Investigations (1953) 
where he makes the point being referenced. Part B of this volume is written more conventionally and only 
page number references are used.) 
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proliferation is a kind of global shrinkage (Rheingold 1994; Wark 1995). In most post-
industrial countries, for example, computer-mediated networks and other technological 
media have indeed brought the world into the living room, workplace, classroom, and 
home office in a seemingly anarchic explosion of information. Previously, such 
information may have taken weeks or even longer to travel from one country to another. 
Now, for most people in developed countries, information about all manner of 
phenomena is readily and easily accessed almost as it happens (Rheingold 1994). All of 
these changes bring with them new conceptions of the 'civic' and what it means to be a 
(global) citizen3. 
Concomitantly, there is general agreement that the nature of knowledge and expertise is 
rapidly changing. Louis Perelman claims, for example, that knowledge is increasing at 
such a rate that expertise 'now has a shelflife measured in days' (1992, p. 22). This has 
profound implications for education. 
The New London Group (1996, p. 60), among others, declares that the present 
fundamental purpose of education is 'to ensure that all students benefit from learning in 
ways that allow them to participate fully in public, community, and economic life'. If this 
is the case, and I believe it is in large part, then schools have a significant role to play in 
embracing and critiquing 'new times' (Hall1991, p. 57), rather than trying to keep them 
at bay4. What students now need to learn is - and should be - vastly different to what was 
required in the not-so-distant past for maximising quality of life chances (however they 
are measured)5. 
3 The conception of'citizen' operating in this thesis is richly conceived. To 'be a citizen' is to inhabit social 
spaces that encompass - at the very least - political, civil, cultural and moral spheres of activity. Social 
spaces are embodied in 'networks of temporary or fleeting interchange' (Hinkson 1991, p. I 0), as well 
as in more enduring social relations (such as those arising within and around institutions; cf., Bellah et 
al. 1991, p. 5). In addition, these social spaces are inhabited differently by different people, according to 
the values, beliefs, and practices of the social groups to which they belong. Extended discussions of 'being 
a citizen' are also provided by such theorists as: de Certeau 1984, Mills 1959. 
4 See, for example, Perelman's critique of such practices (1992, p. 20). 
5 The term 'life chances' is used throughout this thesis as a shorthand way of describing opportunities for 
enjoying and participating maximally in everyday life in ways that obtain a viable quality oflife for a 
person and/or group. 
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Language education is a case in point6. Traditionally, language teaching in schools was 
aimed at standardising the national language and promoting homogenised (i.e., 
monocultural) perspectives on events and social practices by means of this standardised 
language7. Such 'standards', however, are now in overt tension with the global 
proliferation of cultural and linguistic diversity. 
What counts in primary education as 'language and literacy' and 'being literate' has also 
changed dramatically in the past two decades. This has brought with it a flurry of new 
ways of thinking about and conceptualising language education, including concepts such 
as: multiliteracies, interculturalliteracies, and technologicalliteracies8, to name only a 
few. In addition to these more complex ways of perceiving language practices9, being 
able to merely encode and decode texts is no longer a sufficient education goal (Freebody 
1992; Heath & Mangiola 1991). 
Instead, students now need to learn ways of thinking analytically and critically about 
relationships among discourses, information, social actions, and meaning-making as part 
of accessing worthwhile employment opportunities, becoming an effective citizen, and 
concomitantly maximising opportunities for becoming a full participant in a wealth of 
cultural and social activities (Anderson & Irvine 1993, pp. 91-99; Reich 1992, p. 229). 
6 Throughout this thesis, 'language' subsumes 'literacy', and 'language use' subsumes 'literate actions'. 
For me, language use (or discourse) concerns specific moments of language-mediated interactions ( cf., 
Heath 1983, p. 344; Wittgenstein 1953, P23). Such interactions are always socially and culturally 
constituted, both in terms of the immediate context and in relation to larger patterns of language and social 
practice. In addition, for reasons of manageability, I focus only on English language throughout this thesis. 
Likewise, the label 'language education' is used throughout this thesis as a shorthand expression for 
English language and literacy education in primary schools. 
7 See, for example: Freebody & Welch 1993b; New London Group 1996. 
8 See, for example: New London Group 1996; Cummins & Sayers 1995, p. 9; and Bigum & Green 1992 
respectively. 
9 The term 'language practices' (or 'discourse practices') is used within this thesis to signify 
conventionalised patterns of language use that have become established over time and in relation to 
particular social groups, institutions, and purposes. Some language practices (which include literacy 
practices) are more valued in a society than others. This serves to advantage some individuals and groups, 
and disadvantage others in terms of social outcomes and life chances. 
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However, despite a raft of theoretically-informed innovations directed at improving 
language education in the past thirty years10, it seems that very little has actually changed 
in classrooms (cf, Cook-Gumperz 1993, p. 336; Cummins & Sayers 1995, p. 114). 
Accordingly, the New London Group calls for a shift in focus from debates over the form 
and content of language and literacy education - the kind of knowledge brokering that 
is rapidly superseded in present times - to the social outcomes oflanguage and literacy 
learning (1996, p. 63). 
An outcomes-based perspective focuses on the kinds of citizens that are produced by 
schools. In the present study, I am interested in documenting some of these outcomes 'in 
the making' by comparing observations of four adolescents' everyday language and social 
practices with those promoted in the Queensland English syllabus materials and in 
primary school classrooms. 
1.1 THE PROBLEM AREA 
The Department of Education, Queensland, has recently implemented a new English 
syllabus (1994a) for Years 1 to 10 after eight years of development and trial. This 
syllabus lays claim to a functional view oflanguage drawn chiefly from modulations of 
systemic functional linguistics within education arenas (i.e., genre theory). This 
theoretical orientation is embodied in a 'text-context' model of language use, and 
language is identified as a powerful cultural and social instrument (ibid., p. vii, 3, 8). 
Accordingly, the goal of this syllabus is to: 
develop and refine students' ability to compose and comprehend spoken 
and written English - fluently, appropriately, effectively and critically - for 
a wide range of personal and social purposes (ibid., iii). 
1° For example, whole language approaches, process writing, literature-based learning, learning to learn 
through reading, critical literacy, genre theory, and so forth. 
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The problem that generated the present study concerns an apparent mismatch I suspected 
between this syllabus goal and accompanying content suggestions, and primary school 
students' understandings and uses oflanguage in meeting social and personal purposes. 
A pilot study I conducted as a precursor to the present study (and discussed in chapter 
2, section 2.6), suggested that the sample of students surveyed in school contexts did not 
usually regard themselves as readers and writers out-of-school, nor did they appear to 
understand language to be socially or personally purposeful. 
Consequently, I became interested in tracing what counted as language and literacy 
practices in the syllabus11 and in classrooms, and how this compared with the type and 
range of language and literacy practices enacted in the everyday lives of four Year 7 
students living in Brisbane. This, in turn, generated the principal question that directs this 
thesis; that is, "What language and social purposes and practices are enacted in the 
everyday lives of four adolescents living in Brisbane?" This question and a set of 
'supporting' questions are discussed more fully in chapter 2 (section 2. 7). Before going 
further, however, it is worth listing the key assumptions underpinning and informing the 
present study. 
1.2 ASSUMPTIONS INFORMING THIS THESIS 
The assumptions that ground this thesis within a particular orientation or worldview are 
made more explicit in the following chapters. However, it is useful to state them here in 
order to sketch in advance the theoretical terrain of my study. Hence, within this thesis 
I assume, among other things, that: 
• language use is a social practice and is fully implicated in personal and 
group life chances 
11 There are seven booklets all told in this syllabus package, each dealing with a particular aspect of 
language education in Queensland in Years 1 to 10 (refer to the bibliography for a listing of these 
documents). In order to facilitate the flow of ideas, I will refer to these documents collectively as 'the 
syllabus'. Wherever it is necessary to differentiate among these documents, I will use standard referencing 
conventions (e.g., 1994a, 1994b, 1994c, etc.). 
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patterns of language use signify membership in particular social groups 
or social networks12 
• some language and social practices are valued more than others in any 
given society 
• language and social practices change across contexts and over time 
• identity is always constituted discursively to some degree 
• schools are social institutions that have normative effects on the social 
outcomes of learning13 
• schools prepare students to participate within established social practices, 
as well as to participate in a changing world 
These assumptions have been shaped and informed largely by the literature available at 
the intersection of education, literacy studies, sociolinguistics, and ethnography, as well 
as by my own previous experiences as a primary school teacher. They, in tum, shape and 
inform the research design, methodology, and reporting of the present study. 
1.3 DESIGN AND METHODOLOGY: AN OVERVIEW 
The research methodology employed in this study is described and justified more 
explicitly in chapters 3 and 4, but is summarised here as an advance signal of what 
follows. The theoretical framing for this investigation into the everyday lives of four 
12 Drawing on sociocultural definitions of 'group' (as opposed to statistical aggregates), a 'social group' is 
any mnnber of two or more individuals, defined by formal or informal criteria of membership, who share 
particular sets of values, beliefs, practices, and so forth. Members of a social group experience a feeling 
ofunity or are bound together in relatively stable patterns of interaction and practice (Marshall1994, p. 
207). A social network is defined, provisionally for now, as 'people who associate with each other around 
a common set of interests, goals, and activities' (Gee 1992b, p. 107). 
13 The conceptof'social institution' employed in the present study is based on a traditional conception that 
defines institutions in terms of 'mores, folkways, and patterns of behaviour that deal with major social 
interests .... [and] consist of all the structural components through which the main concerns and activities 
are organized, and social needs ... are met' (Marshall 1994, p. 250). For me, however, the structural 
components of social institutions (such as the various configurations of families, religious groups, 
education, governing bodies, and so forth) are complex, and are involved in dynamic and mutually 
constituting interrelationships with particular sets of values, beliefs, meanings, practices, conventions, 
expectations, demands, prohibitions, and permissions enacted by certain groups of people ( c£, Kress 
1985, p. 6). 
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young adolescents is provided by James Paul Gee's (e.g., 1992b; 1996) theory of 
D/discourses and by social constructionist analytic techniques developed by Judith green 
and her colleagues (e.g., Green & Harker 1988; Green & Meyer 1991; Santa Barbara 
Classroom Discourse Group 1995, 1996). Bringing these two somewhat disparate 
approaches together enables, I argue, close examination of social and language practices 
on a moment-to-moment basis, set within larger contexts of sociohistorical institutions, 
conventions, and meanings. 
Briefly, Discourses (with an upper case 'D') are 'inhabited' and 'operated' by 
socioculturally defined groups of people. These people act as - and are accepted as -
members of the Discourse, and each Discourse is constituted by particular 'ways of 
talking, acting, valuing, and believing, as well as the spaces and material "props" the 
group uses to carry out its social practices. Discourses integrate words acts, values, 
beliefs, attitudes, social identities, as well as gestures, glances, body positions, and 
clothes' (Gee 1992b, p. 107; also 1996a pp. 122-148). giscourses (with a lower case 'd') 
are the 'language bits' of Discourses (Gee 1991, 1992/3). Gee's theory is explored in 
more detail in chapter 3. 
Judith Green and the Santa Barbara Classroom Discourse Group's conception of event 
mapping provides a fruitful method for examining young people's language and social 
practices in everyday contexts14. 'Context,' from this perspective, is conceptualized as 
more than the physical site of an event (Green 1990, p. 1 05). Accordingly, contexts are 
spaces ofnegotiation, interaction, and 'inter(con)textuality' (Floriani 1993, p. 271). An 
'event' is defined, for now, as a 'bounded activity around a particular topic on given 
[school] day' (Santa Barbara Classroom Discourse Group 1995, n. p.). Consequently, an 
event may bear more than one meaning or interpretation. Event mapping and discourse 
analysis procedures, I argue, can be used to identify and scrutinize patterns of events 
across times and places, tensions and contra-dictions between events, unique or startling 
14 See, for example: Bloome 1989; Bloome & Egan-Robertson 1993; Floriani 1993; Green, 1990; Green 
& Meyer 1991; Green & Wall at 1981; Green, Weade & Graham 1988; Heras 1993; Lin 1993; Putney 
1996; Santa Barbara Classroom Discourse Group 1996; Yeager, F1oriani, & Green 1996; and collections 
of papers in: Green & Harker 1988. 
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events, and displays of Discourse membership constituting students' everyday lives in 
school and out of school. This approach to D/discourse research is discussed in more 
detail in chapters 3 and 4. 
Accordingly, the research design constructed for this study comprises ethnographic 
multiple case studies of four students in their final year of primary school. Each 
participant was observed over a two week period towards the end of the 1994 school 
year (September to December). In terms of data collection, observations were conducted 
in a range of school and out-of-school sites and contexts. Data collection methods 
included peripheral participant observation of the four case study participants and others, 
fieldnotes, journalistic notes, case study participant and researcher journals, artifact 
gathering, personal profile questionnaires, semi-structured interviews, conversations, and 
audiotaping. 
1.4 ORGANISATION AND OVERVIEW OF CHAPTERS 
This volume is organised into six chapters. This first chapter broadly signals the 
parameters of my research within currently complex and changing times. It outlines the 
problem area upon which I am focusing, and defines a number of concepts and terms that 
are key components of my methodology and thesis. The second chapter acts as a 'launch 
site' for subsequent chapters and interpretations. It presents an overview and critique of 
the Queensland Years 1 to 10 English syllabus and its interrelationships with other 
language education policy documents and initiatives at state, national, and international 
levels. 
My third chapter presents a review of literature pertaining to the development of a 
coherent theoretical framing for my study. This framing also serves to associate my 
research study with particular communities of scholars at the intersection of education, 
ethnographic, and sociolinguistic study. The contours of this theoretical framing are 
defined in large part by the problem area in which I wish to work, and in turn, this 
framing informs my research decision-making and data interpretations. The fourth 
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chapter documents some of the decisions made with respect to data collection design and 
methods. The ethnographic multiple case study design employed in the present study is 
explicated in this fourth chapter, along with the specifics of my data collection methods, 
data analysis strategies, and the ways in which I claim my data and interpretations to be 
communicatively valid and trustworthy. 
Chapter 5 presents my research findings, and is divided into two sections: Part A, and 
Part B. Part A discusses the everyday language and social practices of four adolescents 
in school and out-of-school contexts. My interpretations are theorised in terms of James 
Paul Gee's theory ofD/discourses, and I employ mapping strategies developed by Judith 
Green and her colleagues to analyse my data. Part B uses these analyses and 
interpretations to interrogate some of the claims and assumptions constituting the 
Queensland English syllabus. 
The final chapter summarises my research findings in terms of the effectiveness or 
otherwise of Gee's distinctions between Discourse and _discourse as analytic devices in 
ethnographic approaches to case study research. A summary of findings arising from 
comparisons between the four research participants' everyday language and social 
practices and the language assumptions and goal advanced in the Queensland English 
syllabus is also presented in chapter 6. The chapter concludes with a discussion of 
possible implications my study findings hold for language research, classroom practice, 
and teacher education. 
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CHAPTER 2: BACKGROUND TO THE STUDY 
2.0 INTRODUCTION 
This chapter contextualises my thesis research within current local, national and 
international language and literacy policy trends and initiatives. The following discussion 
charts some of the significant and far-reaching trends occurring in language and literacy 
theory and syllabus development in recent times. 
The recently introduced Queensland Years 1 to 10 English syllabus (Department of 
Education, Queensland1 1994a) is shaped and regulated by many of these large trends 
and initiatives. This syllabus also proves a pertinent starting point for the present study, 
given the current impact of this syllabus on language and literacy education in 
Queensland primary schools. 
This chapter also reports a pilot study investigating matches among: assumptions made 
about language and literacy and suggested teaching approaches in the Queensland 
English syllabus and its supporting documents, teachers' interpretations of these 
assumptions and suggested teaching content in their classrooms, and a sample of Year 
6 Queensland primary school students' articulated understandings and uses oflanguage 
and literacy. In summary, this chapter outlines in broad brushstrokes some of the 
epistemological and historical influences on the English syllabus for Queensland primary 
schools, and maps the general terrain of my thesis research problem area and principal 
research question. 
1Hereafter: DEQ. 
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2.1 SOME INTERNATIONAL TRENDS IN LANGUAGE AND LITERACY 
THEORISING AND EDUCATION 
II 
English language education policies and syllabi do not occur in a vacuum, but are 
politically and historically constituted (Goodson 1994, p. 96-111, 1995, p. 3-11). Such 
documents are mandated by interested (and powerful) groups and invested with 
particular goals and expected outcomes. There is no such thing, therefore, as a 'neutral' 
English language policy or syllabus. English language syllabus documents, in particular, 
serve a range of public and private sector interests (e.g., community expectations that 
particular kinds of citizens will be produced, employers' expectations regarding language 
skills 'standards', etc.), and are located at various intersections oflanguage and learning 
theories, government policies, and histories of classroom practices. Accordingly, such 
documents are indivisible from social institutions and social practices ( cf, Green 1993b ). 
In understanding more fully the theoretical and pedagogical foundations of the 
Queensland English syllabus, it is useful to look first at larger, international spheres of 
theoretical and political trend and activity in language and literacy studies and policies. 
This wider perspective generates the context for discussing this syllabus in more detail, 
and lays terrain for discussing possible (and probable) connections between this syllabus 
and trends and changes within and beyond Australia. 
2.1a Language and language learning theories: Traditions and 
changes 
It is now widely acknowledged that significant shifts in language and literacy theorising 
in education arenas have occurred in the past two decades, and continue to do so ( cf, 
Green 1993a). Language theories grounded in psychology-based theoretical perspectives 
have dominated language and literacy research in education, particularly in the years 
spanning the 1950s through to the late 1970s (see, for example, commentaries in Edelsky 
1990; Luke 1993a). From the late 1970s through to present times, however, this 
dominance has been challenged by wide-reaching moves towards multi-disciplinary, 
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sociocultural studies oflanguage and education2. Such work draws diversely on theory 
and research from, among other disciplines, anthropology, philosophy, history, critical 
theory, sociology, education, linguistics, cognitive science, and economics. Collectively, 
these approaches bring to bear on theoretical and practical conceptions of language and 
literacy a range of disciplines and interpretive perspectives. 
Differences between psychology-based and socioculturally-based families of perspectives 
on, and approaches to, language and literacy comprise much more than merely 
distinguishing between mono-disciplinary and multi-disciplinary approaches, or between 
clinical and fieldwork studies. More importantly, both families of approaches differ along 
epistemological and ontological lines. These differences are discussed briefly below as 
a preliminary to more fine-grained analyses of particular sociocultural perspectives 
pertaining to language research and education presented in Chapter 33. 
Psychology-based traditions of language theory and research design posit language and 
literacy practices as the observable products of largely internal, mental processes that are 
the sole property of individuals. Language is conceived as a fixed, ideologically-neutral 
system (see, for example, Olson 1977), and language acquisition and learning is believed 
generally to follow pre-programmed developmental stages of physical growth and mental 
maturation. Within such traditions, language and literacy mastery 'is interpreted as 
comprising measurable skills. Psychology-based studies of language generally adopt 
experimental or clinic-based research designs (Watson 1992). 
Accordingly, language is conceptualised as residing within the individual, and language 
and literacy mastery is assumed to be determined largely by innate physical and mental 
capacities. Any language 'problems' or 'deficits' are identified and analysed at the level 
of the individual, and not at the level of larger structures or orders of institutional and 
2 See also discussions in, among many others, recent collections edited by: Beach, Green, Kamil, & 
Shanahan 1992; Denzin &Lincoln 1994; LeCompte, Millroy, & Preissle 1992; Mitchell & Weiler 1991. 
3 The distinctions I am drawing here between psychology-based and sociocultural theories are not as neat 
and distinct in practice. There are broad areas of overlap, particularly within the field of social cognition. 
See, for example: Lave& Wenger 1991; Moll1992; Rogoff 1990; 1995; Rogoff & Lave 1984; Wertsch 
1991; Wertsch, del Rio, & Alvarez 1995. 
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social practices. Within education, psychology-based perspectives on language and 
literacy are used to promote conceptions of reading and writing as largely private, skills-
based acts, and teaching is characterised by explicit encoding and decoding instruction4. 
Sociocultural perspectives, instead, theorise language as social practice, rather than as 
some innate or autonomous system. Language and literacy, therefore, are interpreted as 
subject to social norms, values, and meanings. Accordingly, socioculturally interested 
researchers look beyond the individual and her interior in the search for satisfying 
explanations for the ways in which language 'comes to be', and how it 'works'. 
In contrast with the state of play in language theorising five decades ago, widely-
recognised scholarly communities and rich archives of published literature organised 
around social and cultural conceptions oflanguage and literacy now abound5. Indeed, the 
phrase 'sociocultural conceptions of language and literacy' functions here as a broad 
umbrella label for a large family of interpretive positions and concomitant research 
practices. Each research approach within this family is differentiated from others in the 
same family according to particular combinations of theories, discipline knowledge, and 
research methodologies6. Nonetheless, family resemblances are clearly recognisable 
among these different research approaches. Perhaps the most significant marker of their 
kinship is the proposition held in common that language and literacy are - to varying 
degrees - social practices. 
Thus, meanings are not necessarily located within language or mental systems as 
psychology-based perspectives would have it, but are promulgated in the everyday lives 
of social groups. For example, sociocultural approaches to language research posit that 
4 See, for example: Andrews 1992; Clay 1992; and Gough 1972. 
5 This is not to suggest that sociocultural theories have replaced psychology-based approaches to language 
research and pedagogy by any means. Both broad areas of endeavour coexist; with various degrees of 
jostling. 
6 For example, within sociolinguistics, ethnography of communication can be distinguished- in a broad 
sense - from interactional sociolinguistics, and from critical discourse analysis. However, all three 
approaches are interested in - albeit in different ways - relationships among speakers and social practices. 
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school language and literacy success - and access to opportunities for such success - is 
socially constituted and regulated, rather than the sole outcome of individual language 
capacities 7. 
This challenges psychology-based approaches to language and literacy education that 
evaluate language and literacy performance in terms of individual skills and measured 
cognition (i.e., normal versus deficient). Instead, sociocultural approaches to language 
and literacy education emphasise teaching and learning language and literacy in 
relationship with cultural and social contexts8. 
Tensions and debates arising from the ongoing push and pull of psychology-based and 
socioculturally-based approaches to language and literacy theorising and research are 
manifested within - and contribute to - current trends in language and literacy education. 
These trends intersect with current political and economic moves at the level of global, 
national and state English language and education policies, which, in turn, bring about 
other configurations of tension and debate. 
2.1 b Some significant language policy and program trends 
found globally 
Globally, language and literacy have been accorded priority status within diverse national 
social and economic agendas around the world in recent decades. These include 
strategies for maximising literacy levels by means of national literacy campaigns (Barton 
& Hamilton 1990; Limage 1993). They also include various programs ostensibly 
designed to enhance workers' English language and literacy levels with a view to 
7 See, for example: Breen et al. 1994; Darder 1991; Delgado-Gaitan 1990; Freebody, Ludwig & Gunn 
1996;Heath 1983;Moll1992; Nash 1993. 
8 See, for example: Cook-Gtnnperz & Keller-Cohen 1993; Heath & Mangiola 1991; Heath & McLaughlin 
1994; Hull & Rose 1994; Michaels 1986; and collections by, among others: Cook-Gtnnperz 1986; Egan-
Robertson & Bloome 1997. 
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addressing new demands arising from living and working in increasingly technological 
societies (UNESCO 1970, 1990; Venezky 1990t 
Concomitantly, literacy education provisions are being put in place to meet the rights and 
needs of marginalised groups of people, including: women and children, those whose 
native language is not valued or accommodated in their resident country, and people 
living lives of intense poverty and/or denied opportunities. Indeed, many of these 
provisions are being mandated within newly developed national language policies10. 
These patterns of initiatives suggest that governments around the world acknowledge 
language and literacy to be valuable practices, and hold them to be inextricably bound up 
with education, national economic welfare, and personal well-being (e.g., Barton & 
Hamilton 1990; Kumar 1993). However, policies are no guarantee that such provisions 
will be made materially, or that these provisions will benefit marginalised groups 
(Freebody & Welch 1993a; Mitchell & Goertz 1990). While often claiming that social 
and personal well-being are a primary concern, such policies usually promote highly 
skills-based or means-to-ends programs of action (Ozolins 1993, p. 249). These 
programs often construct the individual as a productive unit with capacities to contribute 
to national well-being, rather than as a member of complex social systems with access to 
opportunities to change life circumstances for the better. 
As a case in point, Australia's National Language and Literacy Policy (Dawkins 1991a 
& b) encapsulates global policy patterns, manifested in greater emphasis placed on 
'economic rationalism' than on social and personal well-being in key objectives (Ozolins 
1993, p. 249; see also below). In addition, these pervasive patterns and themes can be 
traced in the aims and goals of national curriculum profiles and of state language 
frameworks and syllabi. National and state level language policies and curricula in 
9 Detailed analysis and critique of workplace language and literacy policies and education, and workers' 
lives, lies well beyond the scope of my thesis. Detailed critiques can be found in, for example: Brown, 
Leavold, Tate & Wright 1994; Carnoy 1993; Freebody 1994; Freebody & Welch 1993a; Gee, Hull, & 
Lankshear 1996; Gowen 1991; Hulll993; O'Connor 1994a. 
10 See commentaries in, for example: Faraclas 1994; Gowen 1991; Walton 1993. 
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Australia are discussed in the following two sections (sections 2.2 and 2.3). Tensions 
accruing from national pushes towards becoming an effective player in the global 
marketplace and national responsibilities for the 'good of all' ( cf, Bellah et al. 1992) also 
play themselves out in interesting ways in primary school classrooms. This is discussed 
in following sections (see sections 2.4 and 2.5 below). 
2.2 SOME NATIONAL LANGUAGE POLICY TRENDS 
As indicated above, the rationale for Australia's National Language and Literacy policy 
is aligned explicitly with global economic and language education trends. In a 
representative example, it is claimed in its rationale that '(l)anguage and literacy policies 
are essential to maximise the contribution of Australia's human resources to national 
development in education, the workplace and the broader community' (Dawkins 1991 b, 
p. xiv). 
Furthermore, and in keeping with long-documented global policy trends in employment, 
education and language, writers of Australia's language and literacy policy directly 
correlate literacy levels with employment status and quality oflife. They claim '(t)here 
is a strong and well-demonstrated relationship between low levels of literacy or English 
language competence and high levels of unemployment and other forms of social 
disadvantage' (Dawkins 1991a, p. 1). Such claims unquestionably identify English 
language education as a major player in providing opportunities for personal - and, it is 
argued, for national - economic success and social advantage. 
Hence, there are at least three themes that can be traced in language and literacy policy 
trends within Australia. These themes resonate with global trends identified above, and 
are usefully identified by Uldis Ozolins (1993, p. 249) as comprising: 
(i) economic rationalism and language-as-resource imperatives 
(ii) marginalised people's needs and aspirations 
(iii) cultural and intellectual heritage preservation and development . 
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Accordingly, a strong push for utilitarian outcomes orients Australia's national language 
policy (Ozolins 1993, p. 249; Birch& Smart 1990, p. 143). The same orientation can be 
identified within the language-in-use approach to language and literacy education 
articulated in the Queensland English syllabus. This is explored in more detail in the 
following section (see section 2.3). 
Thus, within Australia's national language and literacy policy, English language and 
literacy proficiency and outcomes are accorded explicit national economic and social 
roles, and are tied causally to national and personal economic success and social well-
being. Ironically, such 'welfare' claims and goals have been shown repeatedly to be 
inaccurate, utopian, and misleading11. The project brief! have set for the present research 
does not accommodate close examination of Australia's language and literacy policy and 
the tensions it sets in place (e.g., between notions of people as 'resources' and 
acknowledging rights to better, more 'human' lives)12• Nevertheless, the economic 
rationalism of this national policy is a recurring theme in other Australian language 
policies and supporting documents. This is discussed in the following section. 
During this same period of national language policy development (i.e., 1980 to the 
present), Australasian-based theorists and educators -like their counterparts elsewhere 
whose work is referred to above - have been involved actively in challenging psychology-
based approaches to language and literacy theories, policy and curriculum development, 
and pedagogy13. Their work generally lies well beyond government interpretations of 
language and social practices (i.e., utilitarian outcomes). The Queensland English syllabus 
writers have drawn predominantly on sociocultural approaches to language and literacy; 
however, the ways in which these theories and approaches have been taken up within this 
11 See, for example: Faraclas 1994, pp. 136-138; Freebody 1991, pp. 244-249; O'Connor 1994b, p. 91. 
12 For useful critiques of this policy, see: Birch & Smart 1990; O'Connor 1994a; Ozolins 1993. 
13 See, for example, among many others: Christie 1990; Davies 1993; Freebody 1992, 1994; Gilbert 1989; 
Gilbert & Taylor 1991; Kalantzis et al. 1990; Kamler 1994; Lankshear 1994; Luke 1993a; Martin 1992; 
Walton 1993. 
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syllabus - and indeed, elsewhere in education - are coordinated by similar tensions visible, 
for example, in the Australian language and literacy policy. 
A case in point is systemic functional linguistics, which plays a major role in the 
Queensland English syllabus (Carr 1996; Freebody 1993). This functional grammar-based 
theory of language practices and some of its applications within language education in 
Australia will be examined more closely in following sections (see especially section 2.4 
below). Following first is a brief sketch of the National English Statement and 
Performance Profiles, state-based language education frameworks, and their relation to 
the Queensland English syllabus. 
2.3 SOME STATE LANGUAGE POLICY AND THEORY TRENDS 
The National English Statement and Performance Profiles (Australian Education Council 
1994a & b) constitute a suggested national curriculum sequence and assessment guide 
for English language education14. These documents- plus those addressing seven other 
curriculum areas - were developed by means of a collaborative effort across Australian 
states and territories. Thus, the English statement and profile aims to establish 'nation-
wide expectations for each curriculum area, a common framework for assessment and 
a shared language for planning and reporting' (Hancock, Roberts & Tonkin 1995, p. 
167). 
At the state level, the P-10 Language Education Framework (DEQ 1989) was set in 
place as an official guideline for developing language education syllabus and school 
curriculum documents in Queensland15, and has had a recognisable impact on the 
development ofthe draft (DEQ 1991; 1993) and final (DEQ 1994) Queensland English 
14 These guiding documents are designed to act as an 'umbrella' curriculum, and are therefore not mandated 
by federal parliament. Nevertheless, these documents are having widespread effects on curriculum 
planning throughout Australia (Farrell & Kenway 1992; Fehring 1995; Hancock, Roberts, & Tonkin 
1995). 
15 Other states have been responsible for developing their own English language curriculum frameworks 
that are consonant with national guidelines. 
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syllabus documents. The relationship between the Queensland Language Framework and 
the National English Statement and Profiles is hazy; however, they appear to be broadly 
congruent in terms of general objectives and approaches. 
Much of the rationale for the P-1 0 Language Education Framework resonates with the 
three themes identified in the national language and literacy policy (i.e., language 
proficiency as economic resource, social and employment equity, and cultural and 
intellectual heritage preservation and development). This framework is also aligned with 
global language policy trends. For example, 
The language abilities of citizens constitute a resource of enormous value. 
Every country needs highly effective and efficient language users - of both 
its majority language and of a wide range of other languages. This is essential 
for full participation in higher education, the arts, research, technology, 
business, industry, communications and trade at the international level (DEQ 
1989, p. 2). 
The P-10 Language Education Framework posits language abilities as valuable 
resources, and connects effective and efficient language users with a robust national 
presence in the global marketplace. Both the language education framework and the 
national language and literacy policy appear to reflect the temper of present times. 
This language education framework explicitly promotes a language-in-use 'model' of 
pedagogy, expressed through over -arching goals for language education. These include 
the claim that: '(a)ll children should be expected to develop the capacity to use English 
in a wide range of genres and associated social contexts by the end of Year 1 0' (DEQ 
1989, Overview page 2). Accordingly, 'language-in-use' is interpreted within these 
documents in terms of teaching students about (supposedly direct) relationships between 
language functions and social contexts. As indicated above (section 2.1 b), such 
conceptions of language are drawn primarily from aspects of systemic functional 
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linguistic theory16, and education-based interpretations of this theory17 (see, for example, 
sections 2.4 and 2.5 below). 
The following two sections discuss the ways in which social contexts and the function(s) 
oflanguage are explicated and promoted within the Queensland syllabus documents. The 
penultimate section for this chapter (section 2.6) reports an exploratory study of the ways 
in which these theoretical constructs are interpreted and understood by students in a 
sample of 12 primary school classrooms in the Brisbane region. This study acted as the 
pilot for the more detailed study reported in remaining chapters. 
2.4 SYSTEMIC FUNCTIONAL LINGUISTICS: A CffiCUMSCRIBED 
OVERVIEW 
In setting the scene for analysing the construction of social contexts and language 
functions in the Queensland English syllabus, and for reporting my pilot study, it is 
necessary to examine key properties of systemic functional linguistic theory. Systemic 
functional linguistics posits a systematic :framework for describing language and the ways 
in which it functions in cultural and situational contexts (Halliday 1978, 1985; Martin 
1992, 1993). 
2.4a The text-context model 
Relationships among contexts, social purposes, language functions, and linguistic features 
are depicted in systemic functional linguistics by means of a text-context model and 
explained by means of a 'functional grammar'. The text-context model (see Figure 2.1) 
diagrammatically represents Michael Halliday's (e.g., 1985) seminal sociolinguistic work 
16 See for example: Halliday 1978, 1985; Hasan & Martin 1989; Martin 1992. 
17 See, for example: Christie 1987, 1989, 1990; Christie & Rothery 1989; Cope & Kalantzis 1993; Cranny-
Francis 1992; Hasan & Martin 1989; Hasan & Perrett 1994; Kress 1985, 1987, 1988; Martin 1984, 
1985; Martin, Christie & Rothery 1987. 
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- and subsequent developments by others - and is framed by three components: cultural 
context, situational context, and text (or linguistic) features (see Figure 2.1 below). 
Situational 
Context 
8 
Figure 2.1 Text-context model 
(adapted from Martin 1992) 
Jim Martin defines 'context' from a systemic functional linguistic perspective as a 
'connotative semiotic which has language as its expression plane' (1993, p. 493). Thus, 
context is largely interpreted as constituted by language forms, uses, and patterns in 
symbiotic relationship with social purposes and cultural contexts. In addition, language 
is regarded as a tool or resource that is used to construct meaning, and stretches of 
language only become meaningful by means of their socially recognised purposes and the 
contexts in which they occur (Christie 1989, p. 74). The text-context model, the language 
used to talk about systemic functional linguistic theory, and reliance on social consensus 
will be critiqued in a later section (see section 2.4c below). Hence, the following 
paragraphs summarise the key theoretical constructs of systemic functional linguistics as 
presented in the available literature. 
First, the cultural context oflanguage is configured by systemic functional linguists as a 
system or set of general, agreed upon social processes and actions, used by people to 
achieve their purposes in everyday life (Martin 1984, p. 21, 1993). This includes, for 
example, applying for work, maintaining relationships, managing a bank account, going 
to the movies, negotiating who makes coffee in the morning, and so on. These sets of 
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social processes and practices are labelled 'genres', and are characterised as staged, goal 
oriented, social processes: 
They are referred to as social processes because members of a culture 
interact with each other to achieve them; as goal oriented because they have 
evolved to get things done; and as staged because it usually takes more than 
one step for participants to achieve their goals (Martin, Christie, & Rothery 
1987, p. 59; original emphases). 
Thus, within systemic functional linguistics, the cultural context comprises sets of 
'generically interpretable activities' (Martin 1984, p. 25). 
Second, within the literature, the situational context 'is concerned with identifying 
precisely such general categories which are always active in exercising pressures on our 
acts or communication, shaping every discourse in any speech variety whatever ' (Hasan 
& Perrett 1994, p. 186). Thus, analysing the situational context is much more particular 
in scope than analysing the cultural context of an interaction or text. Accordingly, the 
situational context is described by systemic functional linguists in terms of categories of 
semantic resources. These resources are grouped into three categories of 'register' 
variables: field, tenor and mode. 
Briefly, 'field' is used to describe the subject matter of a social activity or process, and 
indicates the nature of the activity or process. 'Tenor' is used to describe the social roles 
and relationships amongst participants. Finally, 'mode' is used to identify how language 
is being used; that is, whether the channel of communication is spoken, visual, or written, 
and so forth. Each of these variables impinges on meaning-making; subtle shifts in any 
or all of these variables bring about corresponding shifts in meaning. These variables are 
often described as the 'semiotic structure of situation', and are associated with 
corresponding metafunctions18. 
18 Thesemetafunctions, or 'abstract properties' oflanguage, comprise: interpersonal, ideational, and textual 
metafunctions (Hasan & Perrett 1994, p. 183-7; Martin 1993, p. 141-6). All three are simultaneously 
'operative' in any instance of language use, and all three are needed for 'examining the properties of 
language use and the language system' (Hasan & Perrett 1994, p. 185). For more in depth discussions 
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Third, from a systemic functional linguistic perspective, texts are both processes and 
products (Halliday 1985, p. x.xii). Therefore, texts are analysed at two levels: discourse 
semantic and lexicogrammatical. Both levels are described in terms of relationships 
between language functions, social purposes, and cultural and situational contexts. 
According to the literature, discourse semantics refers to analyses of texts that focus on 
meaning and function (e.g., cohesive ties, nominalisation, phrasing, etc.). This kind of 
analysis is often invoked when interpreting ideational, interpersonal, and textual meanings 
in a text. Lexicogrammar describes clauses and their constituent linguistic features (e.g., 
processes, actors, goals, attributes, etc.). Analysis at this level focuses on Transitivity19 
(i.e., processes, participants, and circumstances), Mood (i.e., speech roles, attitudes and 
judgements), and Theme (i.e., information and cohesion). Lexicogrammatical categories 
and their constitutive units of analysis form the 'nuts and bolts' of the systematic 
framework characterising systemic functional linguistics. 
To reiterate, Halliday's goal was to develop a linguistic system of analysis that would 
describe the ways in which English language functions as social practice. Accordingly, 
he developed a system of analysis that accounted for ideational, interpersonal, and textual 
meanings, as well as for social purposes and cultural and situational contexts. 
2. 4b Genre theory and language education 
Many Australian systemic functional linguists pursue specific education agendas, 
reconfiguring Halliday's original work in ways that invest it with socially transforming 
possibilities20. They assert that some social groups, and their characteristic genres, enjoy 
more power than other groups (and their genres) under existing conditions in Australia. 
These 'genre theorists' explicitly link social power with (primarily written) genre 
mastery, and genre mastery with teaching and learning. Thus, they claim powerful genres 
and their social purposes can - and should- be identified and taught explicitly to students, 
of these metafimctions, see: Halliday 1985; Hasan & Perrett 1992; Martin 1992; Martin & Rothery 1993; 
along with Fairclough 1989, 1995, who provides similar analyses of these metafunctions. 
19 Capitalising these terms follows conventions set in the systemic functional linguistic literature. 
20 See, for example: Cope & Kalantzis 1993; Cranny-Francis 1992; Martin 1992, 1993; Christie 1987, 
1990; Macken 1990; Martin et al. 1987; Williams 1993. 
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and particularly to students from marginalised and/or non-English speaking backgrounds. 
These theorists and their chief claims are the focus of the following discussion. 
Notions of'choice' figure largely in the work of Australian genre theorists; that is, genre 
mastery and successful use of powerful genres depends on one's ability to make the 
'right' linguistic choices according to immediate contexts and social purposes. For 
example, Halliday (1985, p. xxvii), in referring to the systemic part of his linguistic 
theory, claims: 
A system network is a theory of language choice. It represents a language, 
or any part of a language, as a resource for making meaning by choosing. 
Francis Christie (1987, p. 24) gives this idea educational force, suggesting language 
learning - and learning about language use - is concerned with learning to make and 
exercise linguistic choices. She declares, '(t)o learn to use language is to learn to exercise 
the appropriate linguistic choices relevant to the needs, functions or meanings at any 
time'. Thus, meanings - and the social effects of language use - are believed to be 
dependent on language choices, which in turn, depend on one's purposes. For genre 
theorists, language and literacy mastery is evaluated according to the repertoire of 
possible linguistic choices available to the language user. A broad linguistic repertoire, 
they claim, can be taught and refined explicitly in classrooms. However, relationships 
among language mastery, linguistic choices, and social purposes are not - as genre 
theorists appear to assume - linear and direct. Accordingly, causal relationships among 
linguistic choice, explicit teaching, and the socially transformative potential of genre 
mastery as posited by these theorists are critiqued below (see section 2.4c). 
Historically speaking, systemic functional linguistics was appropriated by educators who 
perceived a need to address schooling 'disadvantage' and subsequent limited life chances 
through language education21 . While this appears to redress the imbalance towards 
economic rationalism evinced in the Australian language and literacy policy, there are 
21 See, for example: Cope & Kalantzis 1993; Jones etal. 1989; Hasan & Perrett 1994; Kalantzis et al. 1990. 
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nevertheless disturbing points of consonance. These are also investigated in the following 
section (section 2.4c). 
The text-context model, its categories of language functions, and its constitutive layers 
of analysis feature prominently in the Queensland English syllabus. However, before 
examining the ways in which language and social practices are articulated in this syllabus, 
it is necessary to interrogate a number of claims posited by genre theorists working in 
language education. This critique lays the foundation for defining my research problem 
area, and for introducing a pilot study designed as an initial foray into this area (see 
section 2.6 below). 
2.4c Interrogating key claims made by genre theorists 
Open debates concerning the efficacy of genre-based approaches to language and literacy 
education characterise the late 1980s and first half of the 1990s in Australia22. The bulk 
of these debates centre on genre theorists' conceptions of the nature and function of 
language, and on claims posited on behalf of genre-based language and literacy 
education. 
At least five sets of issues and possible weaknesses in genre theorists' claims can be 
identified in the wake of the preceding overviews (sections 2.4a & b). These include: 
(i) the tidiness of the text-context model 
(ii) conceptions oflanguage as conventionalised (and consensual) social practice 
(iii) posited causal relationships among genre mastery, choice, and power 
(iv) the normative language used by genre theorists 
(v) self-referentiality 
Each set is examined in turn below. 
22 See,forexamp1e: Bamforth 1993; Kamler 1994; D. Myers 1992; Reid 1987; Richardson 1992; Sawyer 
& Watson 1989. 
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(i) A tidy model 
The text-context model neatly distinguishes between cultural, situational and textual 
contexts. This is an overt attempt to provide for macro, meso, and micro analyses of 
language (Martin 1992, 1993). However, in many cases this model serves as a shorthand 
description of the dynamic relationships among language and social practices to which 
they lay claim. Accordingly, it seems to me that time and again, little explanation of the 
relationships among various language functions, metafunctions, and social practices and 
purposes is provided for readers who are not genre theorists. This is compounded by 
genre theorists' repeated references to social phenomena that remain unaccompanied by 
an explicit social theory. 
For example, Martin (1993, p. 161) claims that 'teaching powerful discourses expands 
a student's meaning potential'. However, nowhere does he engage with the legitimation 
of social practices and discourses of power, and the relationship between 'expanded 
meaning potential' and power. This risks overemphasising the linguistic and textual 
elements of systemic functional linguistics and constructing an individual who is able to 
access social goods and services successfully by dint of personal effort alone23 . 
Interestingly, and as an aside for now, text analysis and individual effort are writ large in 
the Queensland English syllabus. This is discussed more fully below (see section 2.5). 
In addition, genre theorists hazard reifying genres and their constitutive elements by 
appearing to separate text analyses from investigations of social practices and processes. 
Effectively, this constructs genres- and their subsidiary text types- as having lives of 
their own separate from the social milieu. Possible classroom effects include teaching and 
learning genres as though they serve only school and school-like purposes, with no 
bearing on 'non-school-like' everyday life. This is discussed in relation to my pilot study 
findings reported below (section 2.6). 
23 Throughout this thesis, the expression 'social goods and services' stands as a trope for goods and services 
that are valued by a mainstream society (cf., Gee 1992a, p. 12, 1996, p. 21; Mills 1959, p. 12; Smith, 
1990 p. 83). 'Goods' in this sense include: money, status, power, particular life-styles, certain 
commodities, opportunities for investment, travel, and so forth. 'Services' include, for example: those 
services provided by domestic workers, private health insurance and thus doctors and hospitals of choice, 
access to private accountants and solicitors etc., and access to personal well-being services such as private 
trainers, beauticians, and physiotherapists, to name only a few. 
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Many theorists and commentators working within sociocultural approaches to language 
and education also question the prescriptive tum systemic functional linguistics has taken 
in education applications24 . For example, Paul Richardson (1992, p. 126) charts work 
undertaken by genre theorists in identifying, classifying, and describing a typology of 
'dominant' genres in education (see Table 2.1). 
Table 2.1 Genre Typology 
Factual Genres Narrative Genres 
Procedure • how something is done Recounts: 
Description • what some particular thing Narratives based on personal experience 
is like Narratives based on fantasy 
Report • what an entire class of Moral tales 
things is like Myths, spoofs, serials 
Explanation • a reason why a judgement Thematic narratives 
is made 
This typology, according to the genre literature, lists the (powerful) genres to be 
mastered and commandeered in order to attain greater degrees of freedom in action, at 
least within school settings. The vehicle for such mastery is by way of explicit teaching. 
This typology, however, has been strongly criticised, not least for its rigidity and 
dismissal of publicly recognised language forms that do not fit neatly within category 
boundaries25. For example, mixed genres- including movies (O'Sullivan et al. 1983), 
electronic mail messages, and electronic game reviews, to list only a few - do not lend 
themselves to neat categorisation within this typology. Furthermore, pedagogical 
emphasis on explicit teaching of text forms appears to contradict claimed theoretical 
emphasis on the interrelationships among dynamic cultural and situational contexts. 
Indeed, explicit teaching 'too often manifests itself as transmission of fixed sets of 
knowledge and knowledge about language' (Luke 1993b, p. 10). The rigidity promoted 
24 See, for example: Green 1987; Kamler 1996; Luke 1993b; Threadgold 1993. 
25 See, for example: Cazden 1993; Dixon 1987, 1992; Richardson 1992; Sawyer & Watson 1987. 
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by this typology risks encouraging teachers to focus on the structure and linguistic 
features of genres without engaging with the complexity oflanguage. 
Genre theorists also fail to address the historicity or multiplicity of genres (Luke 1993b; 
O'Sullivan et al. 1983). For example, they do not investigate the ways in which genres 
'come into being', or the ways in which a text belongs to different genres in different 
cultures (e.g., a religious text in one culture becomes an art text in another), or how time 
affects the way in which texts are categorised (e.g., a movie released as a thriller is hailed 
as a comedy two decades later). While genre theorists have attempted to counter such 
criticisms by advocating flexible approaches to teaching genres, they continue to work 
with primarily those genres identified in their typology of powerful genres (i.e., Table 2.1 
above). 
Accordingly, critics of genre theory also question how tightly boundaries can be drawn 
around genres, how far genres can be linked causally to achieving social purposes, to 
what degree genres can be separated from historical forces, and the degree to which 
'powerful genres' can actually be taughe6. This leads to a second set of issues. 
(ii) Language as conventionalised (and consensual) social practice 
As indicated previously (section 2.4a), genre theorists posit genres and cultural and 
situational contexts as products of social consensus; that is, as 'agreed upon social 
processes and actions' and as sets of 'generically interpretable activities' (Martin 1984, 
pp. 21, 23). However, 'agreed upon' and 'interpretable' actions and activities are only 
so to people familiar with such activities. Although genre theorists and commentators 
advocate teaching powerful, mainstream genres, they do not engage with the possibility 
that such an approach may actually further privilege the already privileged (i.e., those 
students for whom such genres are already familiar practices in everyday life). This raises 
additional questions regarding who gets to 'call the shots' in identifying the genres to be 
taught in schools, and in whose interests such decisions are made. 
26 See, for example: Cazden 1993; Gilbert 1991 b; Green 1987; Luke 1993b; Sawyer & Watson 1989. 
Chapter 2: Background to the study 29 
Moreover, and despite claiming a wider purview, most genre theorists focus on 
mainstream, conventionally written texts, or on turning non-mainstream and 
unconventional texts into the former (cf, Martin 1993). White middle class cultural 
contexts appear to provide the standard by which genres are evaluated and selected for 
education purposes, and it is assumed without question that all students will need to - and 
want to -learn these genres regardless of their cultural backgrounds, social identities, and 
subjectivities. 
Cultural contexts oflanguage are seen by genre theorists to be bound up with individuals' 
purposes in their everyday lives (ibid.). However, individuals' social purposes are 
promoted, it seems, with the assumption that such purposes are directed towards a 
single, fixed goal, and contribute to the stability, coherence, and well-being of the larger 
social group (and the well-being of other social groups). This assumption regarding 
consensus and mutual benefit conflicts with genre theorists' claims about the 
transformative and empowering potential of genre masterf7. 
Indeed, most of the genre theorists' education initiatives focus on explicitly teaching what 
they term 'powerful genres', with little attention directed towards equipping students 
with effective means for challenging such genres (and the social systems that make these 
genres powerful). Additionally, text purposes are usually privileged over social purposes 
in accounts of genre-based language education. For example, Jim Martin and Joan 
Rothery (1993, pp. 144-5) focus on 'looking at different types of meaning in the 
grammar' and how the 'organisation of context correlates with the organisation of 
grammar'. This seems to suggest that the structure and organisation of texts is somehow 
responsible for the meaning the text makes, rather than the social practices with which 
the text is dynamically associated. This is supported by Martin and Rothery's approach 
to teaching a functional model of language which equates 'genre' with 'the different 
types of text used in our culture to get things done'. Their approach focuses on 
demonstrating 'how genres typically achieve their goals by organising texts in stages' 
27 Concomitantly, genre mastery can be put to uses that are detrimental to others (cf., Christopher Skase, 
Nick Gleeson, etc.). 
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(ibid., p. 147; my emphasis). Little attention seems to be paid to the complex social 
practices and purposes that dynamically constitute these genres. 
For me, this example, and many other instances like it, brings into question whose social 
purposes are really being served when students are required to master a set of pre-
determined genres in educational settings ( cf, appendix 2.1 ). These criticisms will be 
explored in relation to students' language understandings and uses in section 2.6 below, 
and more thoroughly in Chapter 5. 
Thus, despite genre theorists' claims that language and social action are inseparable, 
much of the literature pertaining to genre theory in education privileges written texts over 
social action, creating 
a curiously static world, seemingly fixed, immutable; the boundaries are 
clear, and decisive; one moves more or less strictly within them: they are in 
a very particular sense, authoritative (Green 1987, p. 86; original emphasis). 
Consequently, unproblematised consensual interpretations of language patterns idealise 
generic forms and totalise cultural contexts by not addressing relationships and 
disjunctions among diverse and dynamic cultural and situational contexts and social 
practices. These tensions set up noticeable contradictions in the Queensland English 
syllabus, which appears caught between the normative role of schooling and a desire to 
'empower' students (see section 2.6 below). 
(iii) Genre mastery, choice and power 
Much of the systemic functional linguistic and genre theory literature casts individuals as 
social agents, and links genre mastery with possibilities for socially transforming action 
(Martin et al. 1987, p. 64; Martin 1993, p. 161). This risks glossing larger issues of 
power and privilege. For example, genre mastery is often linked explicitly with accessing 
social power: 
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Not all members of society hold equal power. One means towards attaining 
greater power - greater degrees of freedom in action - is to have competence 
in the use of powerful kinds oftexts in a society (Macken 1990, p. 7). 
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Genre mastery, as outlined above, is grounded in notions of choice and individuals' 
knowledge of - and competence with - a particular set of genres. However, possible 
constraints on 'choice' are never discussed nor problematised within the genre theorists' 
literature. Genre theorists appear to suggest that choice is merely a matter of selecting 
from a known range of genres and other linguistic resources that best meet a given 
situation (cf, Christie 1987; Macken 1990). 
Indeed, this construction of'choice' appears to be utopian and designed for a world in 
which language alone is causally related to access to goods and services, and where 
individuals are accorded equal opportunities for making language choices. Social 
outcomes, therefore, are most dependent - in genre theorists' configurations - on 
individuals' linguistic repertoires, rather than on institutional and other social freedom-
of-passage or gate-keeping systems and practices. 
Furthermore, genre theorists claim that 'genres of power' can be identified and taught 
explicitly to students in ways that are (potentially) socially transforming. For example, 
Martin (1993, p. 165) equates teaching powerful discourses and genres with personal 
empowerment: 
It is the view of genre-based researchers and teacher trainers that subjectivity 
changes by evolution, not revolution, and that teaching powerful discourses 
expands a student's meaning potential; language learning is simply not a 
question of new discourses coming in to replace the old. Beyond this, 
powerful discourses are not regarded as so ineffable that they cannot be 
taught; and in Australia there is plenty of evidence that mainstream 
discourses can be commandeered - and used by women, by Aboriginal 
people, or by Irish Catholics to change their world. 
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Thus, genre theorists appear to endow genres with autonomous capabilities and 
properties that enable genres to 'do things' for- and to- people. For example, Martin 
(ibid.) suggests that powerful discourses can be identified, pinned down and taught, 
thereby enabling previously marginalised people to commandeer mainstream discourses. 
However, relationships among language, social groups, social institutions, and power are 
nowhere as simple and straightforward as this implies28 . 
In summary, the quick fix approach outlined in the genre theory literature lacks analyses 
of political, social, historical and economic factors constituting and shaping power in any 
of its forms in Australia beyond those implied by patterns of linguistic difference among 
individuals and social groups. Little - if any - research evidence is available to support 
ideas that marginal people in Australia are able to access social power after mastering 
powerful discourses and genres. Indeed, as previously discussed, it often seems that 
'mastery' in the genre literature equates with assimilation into powerful discourses and 
social practices, and critics repeatedly question genre theorists' unquestioned acceptance 
of 'powerful genres' and their seeming reluctance to challenge the dominance of such 
genres (e.g., Fairclough 1992b, p. 2; Threadgold 1993). 
(iv) Normative language 
In addition, the language genre theorists use to discuss genre-based education often 
seems authoritarian and normative in tone (e.g., should, must, allow), and many theorists 
and commentators working at the intersection of language and education have soundly 
criticised this monolithic approach29. Indeed, such normativity increases the likelihood 
of genres being taught prescriptively in primary classrooms. In turn, this escalates the 
possibility that genres and their subsidiary text types will become abstracted from 
students' everyday lives in ways that privilege text forms over social practices. This is 
explored in the pilot study reported below (section 2.6). 
28 For far more complex accounts of such relationships see, for example, among others: Delpit 1993, 1995; 
Fairclough 1992b, 1995; Freire 1972; Gee 1996; Giroux 1995; Graff 1993a; Heath 1983; Henriques et 
al. 1984; Lemke 1995a; McLaren 1995b. 
29 See useful critiques in, among others: Bennett 1990; Kamler 1994, 1996; O'Sullivan et al. 1983; 
Richardson 1992; Sawyer & Watson 1989; Thread gold 1993. 
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(v) Selj-rejerentiality 
Genre theorists have also been criticised for their self-referentiality; most supporting 
evidence cited is highly in-house30. This often results in circular arguments within the 
genre literature, and ultimately undermines the credibility of what is being proposed or 
claimed. 
Bearing in mind the criticisms discussed above, it is time to tum to the Queensland 
English syllabus and to examine how language is conceptualised within this document 
and the implications such conceptions may hold for classroom practice. 
2.5 THE QUEENSLAND ENGLISH SYLLABUS 
The initial and immediate context for the present research is the Queensland English 
Syllabus for Years 1 to 10 (DEQ 1994a). This syllabus was officially implemented in 
Queensland primary schools in 1994, following a twelve year period of extensive 
research, development, and trial in schools. The overarching goal of this syllabus is 
to develop students' ability to compose and comprehend spoken and written 
English fluently, appropriately, effectively and critically, for a wide range of 
personal and social purposes (DEQ 1994a, p. iii). 
This goal manifests an important shift away from the liberal humanist legacy and the 
largely psychology-based conceptions of reading and writing as skills that dominated 
previous English syllabus documents in Queensland (e.g., DEQ 1974). Nevertheless, this 
history is still writ large in the most recent Queensland English syllabus, as signalled by 
the explicit inclusion of 'cultural heritage' and 'growth and development' curriculum 
models. This is discussed at greater length below (see section 2.5a). 
30 See, criticisms in, for example: Green 1987; Sawyer & Watson 1989; Richardson 1992. 
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Concomitantly, the goal of the Queensland English syllabus lies at the intersection of a 
range of other policies and curricula, not least of which is the Australian national 
language and literacy policy (see section 2.2 and 2.3 above). The intersection of policy 
goals and sociocultural language theories fashions particular and significant tensions 
within this English syllabus. Some of these tensions are played out on a theoretical stage 
within the syllabus, shaped by an explicit and somewhat eclectic - at times even 
contradictory - multi-theoretical approach to language education. Other tensions occur 
within the suggested approaches to curriculum content and pedagogy advocated in the 
Queensland English syllabus documents. Each arena is discussed in turn below. 
2.5a Theoretical approaches 
Syllabus writers claim to have drawn on at least five major families of theoretical 
approaches to language and literacy in developing this syllabus (DEQ 1994b, p. 1-2). 
These include: 
• skills approaches 
• cultural heritage approaches 
• growth, developmental, process and whole language approaches 
• functional linguistic and genre-based approaches 
• critical literacy approaches31 . 
This listing represents a cumulative history of (sometimes contradictory) language and 
literacy theorising and pedagogy in Australia (see Freebody 1993, 1994; also Stewart-
Dare 1993). The goal and complex theoretical grounding of this syllabus signpost some 
of the tensions inherent in a document that is always political in nature and responsive to 
global and national trends that emphasise language proficiency as an economic resource, 
as part and parcel of social and employment equity, and indissolubly implicated in cultural 
and intellectual heritage preservation and development. For example, 
31 Parallels can be identified between the goals and stated theory bases of this syllabus, themes evinced in 
Australia's national language policy, and global language and literacy trends (i.e., language proficiency 
as economic resource, social and employment equity, and cultural and intellectual heritage preservation 
and development). 
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( o )ver a hundred languages or dialects of language are used in Australia. All 
are vital to those for whom they are the first language. They are nurtured and 
developed by their communities of users, and valued as a means of! earning 
in school and in out-of-school contexts. Each provides a valuable resource 
for Australia. 
Australian English is, however, the most commonly used language in 
everyday life in most Australian communities. It is also the principal spoken 
language of business, education and the electronic media. All long-term 
residents of Australia need to be given opportunities to learn to use 
Australian English fluently and effectively (DEQ 1994a, p. 2). 
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Nevertheless, the genres suggested within the syllabus do not explicitly encompass a 
range of varieties of English, and seem more closely aligned with white, middle class 
adult values and practices (see appendix 2.1; see also Walton 1993). 
Accordingly, this syllabus appears caught between engaging with current sociocultural 
theories oflanguage use and learning (i.e., genre and critical literacy approaches), the 
economic rationalism permeating national language and literacy agendas (i.e., skills 
approaches), and the liberal humanism of the previous English syllabus (i.e., cultural 
heritage and the family of developmental approaches). 
In his informed critique of the coherence of the Queensland English syllabus, Peter 
Freebody commends the theoretical and conceptual sophistication of a draft version of 
this syllabus, but warns against pragmatic eclecticism and theoretical disjunction. He 
identifies within this syllabus 
outmoded ways of considering the differences by which people value 
different practices, by giving a liberal and individualist perspective on these 
matters. This is not compatible with the version of conventionalised 
community language use that lies at the heart of this curriculum (Freebody 
1993, p. 119). 
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Indeed, conceptions of personal and social purposes as identified and used within the 
final version ofthis syllabus are an example of the theoretical and pragmatic disjunction 
Freebody cautions against. Although 'personal purpose' features as a key component of 
the goal of this syllabus, it does not figure prominently outside general, unexplicated 
references in the remainder of this document or in the six other supporting documents. 
'Social purposes', on the other hand, are a key element of the syllabus and form part of 
the syllabus definition of genres; that is, '(g)enres involve action and language, working 
together to achieve a social purpose' (DEQ 1994a, p.4). 
However, the construction of 'social purpose' in the syllabus documents suggests a 
conception of 'purpose' as internally-motivated and causally related to one's 
predetermined goal (cf., Dewey 1916). For example, the social purpose of texts is 
identified primarily in textual - rather than in social - terms: 
• The purpose of spoken interviews is to exchange information or opinions between 
people; it can also include to assess suitability of a job or a job applicant, to 
entertain (DEQ 1994c, p. 41) 
• The purpose of short news reports is to provide information about important 
events (DEQ 1994d, p. 58) 
• The purpose of an editorial is to analyse an event or issue, and to persuade readers 
to that point ofview (DEQ 1994c, p. 75) 
• Learning about the [textual] features of persuasion helps to develop critical literacy 
in students (DEQ 1994d, p. 79) 
Purposes are thus presented as fixed, usually singular, and predetermined, rather than in 
more complex and 'in process' terms (cf., Lemke 1995b). This serves to emphasise 
analysis of the (written) text over analysis of the social practices with which it is 
dynamically interrelated. Thus, 'purpose' is divorced repeatedly from action, and students 
- as previously mentioned - are in danger of perceiving such genres as only serving 
textual or school purposes. This is borne out in the pilot study reported in a following 
section (section 2.6). 
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2.5b Curriculum models 
Seeming in addition to - or perhaps intersecting with - the five identified curriculum 
approaches indicated above, the Queensland English syllabus is organised explicitly 
around a range of curriculum and pedagogical 'models' pertaining to English language 
education. These are: context-text, language learning, content, curriculum development, 
activity sequencing, and assessment models. Of most relevance to the present discussion 
is the context-text model and its particular interpretation and configuration within this 
syllabus and its supporting documents. 
The context-text model, as indicated earlier, is drawn directly from educational 
appropriations of systemic functional linguistics (i.e., genre theory), and is the main 
organising theory for the syllabus (Carr 1996). In keeping with genre theorists' claims, 
genre teaching and mastery are similarly invested with possibilities for social 
transformation within this syllabus. For example, cultural contexts - and membership in 
a particular cultural group - are delineated by shared systems of ideas (characterised as 
'ideologies' within these syllabus documents), patterns of values, beliefs, ideas, meanings, 
assumptions, conventions, characteristic knowledges, and world views. Language, at this 
level, is described as 'a powerful cultural instrument', and genres are described as 
characteristic activities of cultural groups that 'involve language and action, working 
together to achieve a social purpose' (DEQ 1994a, p.4). 
According to this syllabus, knowing about and understanding genres enables members 
of cultural groups to function usefully and effectively in society, and to effect changes; 
'(p )eople who understand how genres work can be powerful instruments of critical 
review and change in any culture' (DEQ 1994a, p. 5). Thus, within this syllabus as with 
genre theory in general, utopian conceptions of genres as powerful - and empowering -
instruments prevail. Moreover, 'change' and 'social purposes' are configured naively as 
always socially beneficial, or at least unproblematically functional. Freebody's (1993, p. 
119) criticisms of (unproblematised) liberal perspectives orienting this syllabus find 
purchase in such configurations. 
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This social transformation theme is repeated within syllabus explications of social 
contexe2. Language, at this level of analysis, is described as 'a powerful social 
instrument' that helps people to 'negotiate their places in social groups' and to 
'understand, participate in, and reform aspects of society' (DEQ 1994a, p. 8). Although 
reform is mentioned explicitly, it is not afforded any prominence within the syllabus 
documents (see also section 2.4c above). Freebody (1993, p. 117) warns against naive 
interpretations of power within this syllabus, and finds puzzling 
the apparent omission of a view of society that is dynamic and changing, in 
which various generic forms contest the domains of academic [or school] 
disciplines such as science and mathematics as well as the everyday domains 
of social and community life. 
Although Freebody was working from penultimate draft syllabus documents (i.e., DEQ 
1993), little seems to have changed in the final version. Terms such as 'appropriateness' 
and 'effectiveness' are used repeatedly within the syllabus but remain unproblematised 
(for example, one could ask: Who decides what is appropriate language use33, for whom, 
by whom, when, where, and why? What criteria are used to judge effective language use, 
for whom, by whom, when, where, and why?). 
Furthermore, conceptions of critical literacy operate largely at the level of text analysis 
and deconstruction without recourse to social action, or without investigating orders of 
institutional and social power (c.f., Freire 1972; Searle 1993). For example, '(c)ritical 
literacy approaches are based on the belief that effective use of language requires people 
to explore the assumptions and perspectives, both stated and hidden, on which texts are 
constructed', and '(t)hrough the study of textual features, students may discover 
additional meanings in a text' (DEQ 1994b, p. 2). Such claims, however, remain 
unsupported by suggested study of concomitant social practices and systems of power. 
32 Genre theorists characterise this level of social and language activity as 'situational context'. No 
explanation is available within the syllabus documents for labelling this level of analysis differently. 
33 See Norman Fairclough's (1995, p. 233-252) fruitful interrogation of the term 'appropriate' and its 
promiscuous use in relation to education. 
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As already indicated, texts are defined in the Queensland English syllabus in terms of the 
text-context model (see section 2.4 above), and particular emphasis is given to the 
structural components and textual features of a text working together to make meaning 
(DEQ 1994a, p. 10). Moreover, the syllabus posits a causal relationship between 
linguistic knowledge and effective language use. That is, understanding textual features 
and how they work enables people to make informed decisions or choices about the 
language they use to achieve their social purposes. Relationships among cultural, social, 
and textual contexts are summarised within the syllabus as follows: 
Through the language resources available to us, individuals and communities 
make choices about which textual features will best communicate our 
personal purposes. These choices take account of conventional and social 
and cultural patterns of language use ... These patterns of language use can 
limit, sustain, or transform our social interactions and understandings (DEQ 
1994a, p. 11). 
As a legacy of genre theory, 'choice' is depicted in the Queensland English syllabus as 
an inalienable right. This syllabus, however, does recognise in its rationale that not all 
people are able to exercise this right. Nevertheless, limit situations are not dealt with 
explicitly in these syllabus documents, aside from cultural and linguistic differences that 
are broadly signalled in relation to pedagogical approaches34. 
In addition, the conventional, social and cultural patterns of language use (i.e., genres) 
identified within this syllabus as needing to be mastered by students in primary school are 
classified into two groups: 'literary' and 'non-literary' types of texts. These category 
labels prove puzzling, and have the effect of emphasising (certain kinds of) literature over 
other conventionalised community language practices. The literary category includes 
narrative and non-narrative genres (with the unmarked category privileging fiction in 
accord with literary criticism and cultural heritage traditions in language and literacy 
education). The non-literary category includes: transaction, procedure, report, and 
exposition genres (see appendices 2.1 & 2.2 for some examples). 
34 See particularly: DEQ 1994f. 
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Two other curriculum models outlined in the Queensland English syllabus - the content 
model and the language learning model - help to coordinate the way in which the text-
context model is described within syllabus documents. Both models appear to be 
grounded in approaches to language education that emphasise knowledge about 
individual texts and text types, and participation in a shared, cultural heritage. 
For example, the content model is characterised by two levels of objectives: holistic and 
analytic (DEQ 1994b, p. 3). Holistic language learning objectives include expectations 
that students will 'participate in literary and non-literary genres associated with a variety 
of cultural contexts' (DEQ 1994a, p. 27), and participate in social contexts involving a 
range of spoken and written languages, including spoken Australian English, written 
standard English, other varieties of English, and home languages other than English 
(ibid.). As discussed above, this listing of languages and language variants captures some 
of the tensions present in Australia today between economic rationalist agendas and 
themes (i.e., language as resource- hence the focus on 'standard' English) and quality 
of life and cultural heritage rights and issues (hence the claimed valuing of 'other varieties 
ofEnglish'). However, nowhere in this syllabus are other varieties of English addressed, 
neither at the level of language learning theory nor in terms of pedagogical guidelines. 
Within the Queensland English syllabus, specific objectives are articulated at an 'analytic' 
level (DEQ 1994a, p. 27). These objectives encompass four 'underlying elements', 
comprising: attitudes, processes, skills and knowledge. General language learning 
objectives for each of these elements are documented in the Queensland English syllabus 
(ibid.), and are presented in Table 2.2 below. 
Table 2.2 Language learning objectives at the analytic level 
Elements underlying language in use: Learning objectives 
attitudes Students will use English confidently and with enjoyment, respect their 
own language, culture and experience as well as that of other people, 
and appreciate language in its many forms 
processes Students will think imaginatively, logically and critically as they use and 
learn English 
Chapter 2: Background to the study 41 
skills Students will deploy and interpret textual features in ways appropriate to 
the cultural and social contexts, and use appropriate procedures while 
composing and comprehending, while learning language, and while 
organising their use of language 
knowledge Students will develop understandings of key concepts related to 
language structures, language use, and language learning 
The language learning model adopted by this syllabus and its supporting documents has 
been outlined indirectly within the preceding discussion. Syllabus writers emphasise that 
students 'learn by doing', and learn language 'by using it in a range of genres and social 
contexts' (DEQ 1994a, p. 14). This is set side-by-side with calls for explicitly teaching 
the structures of genres and their language features in the syllabus documents, yet 
relationships - and possible tensions - between these two approaches are never explored 
or interrogated. 
In addition, the language learning model is used within this syllabus to propose that 
language learning is enhanced when explicitly encouraged and supported by teachers. 
However, and often strangely so, this strong language-in-use orientation is melded with 
psychology-based notions of language development. For example, language learning is 
linked directly with students' experiences out of school in keeping with current 
sociocultural theories of language, yet such links are often steeped in psychology-based 
concepts of (natural) individual growth and development. This is exemplified by the 
seeming disjunction in orientation between the margin note and its (supposed) 
elaboration in the following excerpt from the syllabus (DEQ 1994a, p. 21): 
Language skills depend 
upon and enhance 
cultural membership 
How does development of language skills influence 
language learning? 
Most children develop spoken language skills from infancy. 
While babies are capable of producing any sound, at only a few 
months they imitate the sounds and intonation patterns 
of language they hear. As children learn to recognise the 
environmental print in their community, they gain understanding 
about the nature and role of written text. 
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Examples such as this, and there are many others available, are grist to the mill of 
Freebody' s cautions regarding slides between liberal and humanist conceptions of the 
individual and conventionalised, shared community language use in his critique of this 
syllabus. 
2.5c Summation 
It is easy to critique syllabus documents; as hybrid genres, they have their own peculiar 
histories and often serve competing interests and ideals. Indeed, I agree with Freebody 
when he claims that this syllabus 'offers much that is sophisticated and innovative and 
probably unique at least in [my] experiences ofEnglish language and literacy materials' 
(1993, p. 124). In addition, however, he also warns against intentional and unintentional 
reductionism, primarily brought about by teachers who are under-prepared with regard 
to using these syllabus documents, both theoretically and pedagogically (see also 
Stewart-Dore 1993). This has ramifications for the ongoing implementation of the 
English syllabus, aspects of which are explored in the pilot study reported below (section 
2.6). 
To sum up the present section, issues oflanguage and power- as described by syllabus 
writers - are foregrounded within the Queensland English syllabus. However, conceptions 
of power, and language as a 'powerful cultural and social instrument', remain largely 
under-explored (and under-theorised) within syllabus documents. Syllabus readers are 
left to ask: Who is able to access social power, by whom or by what is such access made 
available, for what purposes, and to do what? A similar question can also be asked in 
respect of social purposes; that is, whose social purposes are meant to be addressed by 
the syllabus goal, and by what criteria are 'worthwhile' social purposes selected (and who 
decides the criteria)? 
In response to the spaces created by such questions, and working from the premise that 
syllabus writers were advancing their claims on behalf of students, a pilot study 
investigating students' language understandings and uses was designed and implemented. 
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Pilot studies are useful precursors to fruitful research projects, enabling researchers to 
evaluate the sufficiency and worthiness of study designs and data collection methods, and 
to identifY planes ofbest fit between the research question(s), methodology, design, and 
analytic methods (Glesne & Peshkin 1992, p. 30-1). 
At the time of my particular pilot study (1993), no research had been conducted into the 
effects of the Queensland English syllabus on classroom language teaching and learning 
(Carr 1996, p. 40). The aim of the study, therefore, was to map- in broad, exploratory 
ways - a sample of Queensland primary school students' understandings and uses of a 
range of different genres within school literacy practices, compared with the language 
and literacy terrain of the English syllabus. A brief explication of the research design, data 
collection methods, and summary of findings follows. 
2.6 PILOT STUDY 
To reiterate, language syllabus documents are complex and multi-authored. They are 
located at the intersection of language theories, language learning theories, national and 
state language and education policies, popular conceptions of language and literacy, and 
histories of language pedagogy and classroom practices. Accordingly, syllabus 
documents are also subject to diverse - and sometimes opposing - gravitational pulls from 
a range of interested parties. The area of research for my pilot study was circumscribed 
initially by my interest in tracing the ways in which genre theory was being appropriated 
within the Queensland English syllabus and within primary school classrooms35 . I was 
also eager to examine the identifiable outcomes of these appropriations in terms of 
primary school students' language and literacy understandings and uses. 
Critiques of empowerment claims by Margaret LeCompte and Karen de Marrais (1992), 
and by Colin Lankshear (1994), along with insights garnered from classroom-based 
35 These appropriations are far from linear; both chronologically and conceptually. 
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sociolinguistic and ethnographic studies36, were used to further shape and contain the 
scope of my pilot study. Consequently, students' understandings and uses of genres 
within school literacy practices became the focal point for this pilot study. As such, the 
study usefully bears on one part, and not the whole, of the Queensland English syllabus 
and its implementation at that time in primary school classrooms. 
2.6a Pilot study research design 
A sample of275 Year 6 students (10 to 12 years old) in 12 primary schools within the 
Brisbane region participated in this study. Due to the exploratory nature of the pilot 
study, criteria for selecting schools and students aimed at maximising dimensions of 
difference along lines of school type (i.e., State, Lutheran, Catholic), size and location, 
the general socio-economic status of the school community, ethnicity and language 
backgrounds of student populations, school population transience, geographic location, 
degree of syllabus implementation within the school37, and so forth. 
Year 6 students were chosen for their presumed abilities to articulate and discuss some 
of their understandings and uses of different text types (i.e., genres). This assumption was 
based on projections outlined in the draft Queensland English Language Arts syllabus 
(1991)38 . This research population also provided a pool of final-year primary school 
students from which to draw case study participants for the more detailed research study 
planned for the following year. 
36 See, for example, among many others: Cook -Gumperz 1986, 1993; Delgado-Gaitan 1990; Heath 1983; 
Heath&McLaughlin 1994;Heras 1993;Lesko 1988; Lin 1993; McLaren 1993; McRobbie 1991, 1994; 
Moll 1992; J. Myers 1992. 
37 This pilot study was conducted in the latter half of 1993. The Queensland English syllabus had been 
available in draft form since being trialled in some schools in 1989. Since 1991, however, extensive 
syllabus inservicing programs had been implemented within all three education systems involved in this 
study, and it was assumed reasonably that all teachers in Queensland were familiar with at least some 
aspects of this syllabus, and with general aspects of genre theory as articulated within this syllabus. In 
addition, only schools who had been involved in trialing draft versions of the syllabus, or who had been 
involved in early inservicing programs, were included in the research pool. 
38 Drafts of the Queensland English syllabus moved through various namings, embodying a rich theoretical 
and political history. 
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Data was collected in the latter half of 1993, and involved a minimum of four visits to 
each participating class. The first visit comprised familiarising students with the project 
and obtaining their written consent to participate. Other visits comprised sampling 
students' understandings and uses of different text types by means of text-sorting and 
group writing exercises, written answers to questionnaires designed around students' 
reading and writing practices in school, and to a limited extent, out-of-school. 
Additionally, 36 students from the study population were each interviewed twice about 
their reading and writing practices and understandings. Data were analysed using simple 
categorical coding strategies (e.g., Woods 1986). 
2.6b Data collection methods 
Data collection concentrated on reading and writing practices. Students completed a text 
sorting exercise designed to record students' extant abilities to distinguish between 
anecdote and report genres. This exercise was a modified version of a research tool 
developed by Linda Gerot for her investigation into relationships between a student's 
teacher-rated reading competence and this student's ability to distinguish between genres 
(Gerot 1992; Gerot & Knobel1995). 
Anecdote (from the larger narrative family of genres) and report genres were chosen 
deliberately for this aspect of the study; these genres are among the text types regarded 
as most likely to be encountered at school39. The anecdote- Snakes in the Bath- was 
taken from a standardised Year 6 comprehension test (Progressive Achievement Tests 
1972), and the report -Snakes- was taken from a published teacher resource book 
(Lambert 1983). We assumed the subject matter to be reasonably familiar as it is 
encountered in earlier grades as part of students' science studies. In addition, we hoped 
the subject matter would appeal - or not appeal - to both genders reasonably equally. 
Questionnaire answers and interview comments seemed to suggest a measure of success 
in this respect, as roughly equal numbers of girls and boys claimed an interest in, or a 
loathing for, snakes. 
39 See, for example: Christie 1990; Martin 1985; Poynton 1985. 
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Characteristic words and phrases were selected from the anecdote and report texts, then 
jumbled and listed in three columns on a page (see appendix 2.3). This selection of 
characteristics was guided by the generic and textual features identified in the genre 
literature, and reasonably assumed to represent aspects of these genres explored in 
classrooms (see especially, Macken 1990; Derewianka 1990). The headings (i.e., titles) 
ofboth genres were set above these columns, and adjacent to each other. Students were 
then asked to circle each heading in a different colour, and colour-match each listed word 
or phrase with its likely heading (for example, 'Anna' is most likely matched with the 
Snakes in the Bath anecdote, 'have streamlined bodies' is most likely matched with the 
Snakes report)40. 
Following the text-sorting exercise, each student answered a written questionnaire 
regarding the strategies and understandings they drew on to complete the exercise. The 
questionnaire included questions such as: 
• How did you know which words and phrases belonged to each heading? What 
steps, or processes, did you go through when you circled the words and phrases? 
• What kind of text (or piece of writing) is The Snake in the Bath? How do you 
know? 
• Why might you read Snakes? 
The purpose of this questionnaire was to gain general insights into how these students 
differentiated between the two texts, and to obtain indications of their understandings 
about text purposes and functions. Student performance on this text-sorting activity was 
then compared with the student's teacher-rated overall reading competence. 
Additionally, three students - rated by their teacher as having high, average, or low 
literacy ability - from each of the twelve participating classes were interviewed. This 
provided a fruitful cross-section of participating students, and accessed a broad range of 
40 These are possible examples of matches between headings and words/phrases. We were more interested 
in students' rationales for their choices than their accuracy in matching linguistic snippets from the 
original texts with their actual headings. 
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elaborated responses to the written questionnaire. The semi-structured interview was 
designed around the written questionnaire, and proved a useful reliability check for the 
written questionnaire. Most importantly, however, the interview enabled students who 
experienced difficulties in completing the written questionnaire to answer more fully. 
Similar tools were employed in gathering data about aspects of students' writing 
practices and understandings. Students selected a piece of their own writing and analysed 
it using a schedule of questions to guide their written responses. The purpose of this 
exercise was to afford insights into aspects of students' understandings of texts and their 
own writing practices in school (as far as they were able to articulate them). These 
questions included: 
• Why did you write this text? 
• Who did you write this text for? Where did you get the ideas for this piece of 
writing from? 
• Does knowing about different types of texts help with your writing? Why or why 
not? 
Once again, the same thirty-six students were interviewed about their responses to the 
writing questionnaire. 
Finally, small groups of three to five students (having roughly similar teacher-rated 
literacy abilities) within each class wrote collaborative texts. Each group was instructed 
to write a text on any topic they were comfortable with, and in any manner they chose. 
Each group was audiotaped negotiating the genre, text type, subject matter, and language 
features of their text41 , and was provided with a third set of questions to discuss orally 
and record once their text was completed. These questions focused on the kinds of 
language choices and other decisions they had made in negotiating the production of their 
text, and included: 
• What type of text has your group written? 
41 These terms were not necessarily used by the students. 
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• What were some of the things that helped your group write your text? 
While students were taping their post-writing discussions, I circulated amongst them, 
prompting more detailed answers and asking additional questions. 
2.6c Pilot study findings 
To reiterate, the aim of the study was to map a sample of Year 6 students' 
understandings and uses of reading and writing in school literacy practices, focusing on 
genres and social purposes as articulated in the Queensland English syllabus. 
Accordingly, my pilot study addressed only part of this theoretically complex syllabus. 
Moreover, this pilot study was always intended as a provisional tracing of syllabus 
implementation effects on students' language learning and use at a particular point in 
time, and findings are not advanced as conclusive or exhaustive. However, upon sharing 
findings with over fifty key English syllabus teachers in south-eastern Queensland42, I 
found a significant degree of transportability (i.e., teachers reported observing the same 
or similar outcomes in a range of primary level classrooms). 
Following extensive categorical analysis using themes drawn initially :from drafts of the 
Queensland English syllabus (1991a, 1993) and then :from the data, a number of 
(provisional) findings emerged :from this study. Students in the study sample 
overwhelmingly identified texts as belonging to school and school literacy practices. 
Writing letters to :friends, adding items to shopping lists, reading the Bible, newspaper, 
or television guide, and the like were rarely identified voluntarily as reading or writing. 
In addition, knowledge of and about different text types was only anticipated as being 
helpful later in terms of entering writing-oriented occupations (e.g., as a university 
student, author or novelist, journalist, etc.). Such findings suggested these students were 
not making connections between in-school and out-of-school literacy practices, despite 
42 Part of the Queensland Department of Education's inservicing strategy for the English syllabus involved 
training a select group of teachers- known as 'key teachers' -to inservice this syllabus within their own 
region or school. This strategy was adopted by the Brisbane Catholic Education Office, and I was involved 
in their Brisbane inservicing program. This proved an ideal opportunity for trialling and cross-checking 
pilot study fmdings. 
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syllabus language learning objectives that such relationships are made explicit and 
meaningful. 
Concomitantly, students evinced limited understandings of audience in the role of text 
processing, a key feature of the text-context model organising the English syllabus. When 
asked to write or talk about their purposes for reading and writing or using different 
genres, students overwhelmingly appealed to teacher-generated and school-related 
rationales (e.g., "I wrote this because the teacher told me to", "I wrote a project for some 
marks"). The students surveyed in this pilot study identified generally limited social 
purposes for using language at school, and appeared to have few opportunities to write 
for audiences beyond their teacher or classmates. 
Furthermore, students repeatedly demonstrated confused taxonomies of reading and 
writing concepts and practices. For example, when describing some of the different kinds 
of texts their teachers had told them about, the following written response speaks for 
many: 'Narrative, limericks, poems, verbs, adverbs, nouns etc'. Even though this list 
looks less strange when I problematise my use of the term 'text', and equate 'text' with 
'language', the listing still demonstrates slippage between identifying text types and 
identifYing words used to talk about grammatical features. A shared language for talking 
about language (i.e., metalanguage) within classrooms is advocated explicitly within the 
Queensland English syllabus (DEQ 1991b, p. 6, 1994b, p. 3). However, the wide range 
of answers obtained from each class in response to questions about text types suggests 
that few classrooms involved in this pilot study could lay claim to a shared language for 
talking about language and language practices. 
2.6d Issues and implications for my thesis research 
As previously indicated, this pilot study was only ever a broad sweep of the terrain, and 
relied heavily on students' articulated understandings of their language understandings 
and practices. It was also conducted during relatively early days of syllabus 
implementation. Nevertheless, the findings of my pilot study raise significant issues 
so Chapter 2: Background to the study 
regarding syllabus claims, teachers' interpretations of this document, and classroom 
language and literacy practices. 
In order to move beyond schooled or literary notions of literacy, it seems to me, the 
teachers and students involved in my study will need to do away with traditional literary 
ways of classifYing and talking about texts, and take on broader, more socially purposeful 
ways of identifying and analysing texts (cf, Janks and Ivanic 1992; Wallace 1992). 
Concomitantly, it seems to me that relationships among students' language and literacy 
practices in school and out-of-school may need to be made more meaningful for students, 
and notions of 'valued' and 'less valued' genres would need to be explored sensitively 
within the classroom before students could even hope to use language in personally and 
socially effective ways. 
Consequently, many teachers may need to be more knowledgeable about (and be able to 
critique) genre theory and its tenets, other sociocultural theories of language learning, 
and students' out-of-school language and literacy practices than this study suggested they 
were at that time (see also Carr 1996). Both teachers and students need to know how 
language works in a range of contexts and for a range of purposes before the 
expectations established by the English syllabus goals could be turned into meaningful 
and worthwhile learning experiences for all parties within the classroom. This finding has 
significant implications regarding state cutbacks on funds for inservicing this syllabus. 
These cutbacks were implemented during the initial write-up of this pilot study, and are 
yet to be redressed. 
These issues formed the foundation for my principal thesis research question. Therefore, 
I envisage the ensuing research study and findings reported in the remaining chapters 
contributing to richer understandings of young people's own purposes for using language 
in and out of school, and signposting ways in which these understandings can fruitfully 
enhance language and literacy learning and syllabus implementation in Queensland 
primary school classrooms. 
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2. 7 THE PRESENT STUDY 
Although the aim of my pilot study was achieved in a broad sense, the study was 
constrained by its specific focus on genre knowledge and understandings. Moreover, no 
detailed insights into the everyday lives of students were afforded. Such insights would 
contribute significantly to understanding young people's out-of-school language and 
literacy practices and their purposes for using language in a range of contexts. Questions 
arising from identifYing gaps within my own preliminary research, within the syllabus 
itself, and within the published genre literature, include43 : 
• What is the nature of the match - or otherwise - among the English syllabus, 
observed classroom language and literacy practice, and primary school students' 
everyday lives? 
• In what ways do teachers talk about language with students? 
• What are students' language practices in a wide range of everyday settings? 
• Who is able to access social power (i.e., be empowered), and by whom or by what 
is access made available, for what purposes, and to do what? 
In addition, and propelled by the outcomes of my pilot study, I wanted to investigate 
notions of 'social purpose' appearing in the Queensland English syllabus which remain 
largely unexplored in this syllabus and its supporting documents. Pilot study findings 
suggested that much more work is needed in fleshing out what it might mean for teachers 
to address a 'wide range of personal and social purposes' in terms oflanguage learning 
and language use inside and outside classrooms. Questions concerning articulations and 
enactments of social purposes included: 
43 The following questions are based loosely on the asswnption that teachers are employing at least some 
aspects of the Queensland English syllabus in their classrooms. I recognise that teachers' uptake of this 
syllabus will always be uneven, often contradictory, and shot through with previous practices. 
Nevertheless, such unevenness and eclecticism can provide useful data about current language education 
practices in particular primary school classrooms. Furthermore, the questions I ask are salient beyond this 
syllabus for educators who are interested in exploring language education from a sociocultural theoretical 
perspective. 
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• Whose social purposes are addressed in primary school language and literacy 
learning experiences, and by what criteria are 'worthwhile' social purposes selected 
(and who decides the criteria)? 
• In what ways do teachers engage students in the 'social purposes' oflanguage? 
• What are teachers' current understandings of students' everyday lives and their 
language practices? 
• Do students' present and future purposes for using language match those assumed 
or encouraged by their teacher? or within the English syllabus? 
In order to shape and contain the scope of my thesis research, the issues and questions 
identified above were modified into a single, manageable question that nevertheless 
addresses my overall concerns: 
What language and social purposes and practices are enacted in the 
everyday lives of four adolescents living in Brisbane? 
The study presented in the remainder of this volume speaks to these questions. The aims, 
limits, and theoretical framing of this research endeavour are outlined in Chapter 3. Data 
collection design and methods are presented in Chapter 4, and Chapter 5 reports research 
findings. Chapter 6 concludes this volume, and focuses on evaluating the effectiveness 
or otherwise of my research design. Chapter 6 also discusses possible implications for 
classroom practice generated by the findings of this study, and outlines suggestions for 
future research projects. 
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CHAPTER 3: THEORETICAL FRAMING 
3.0 INTRODUCTION 
Chapter 2 reviewed current trends in language policy and approaches to education in 
Queensland, set within a broader context of national and international language policy 
trends and initiatives. The purpose of this chapter is to explicate the theoretical 
framing of the present study, and to justify this framing in light of my research 
problem area and questions. 
The present chapter aims at developing one way of theorising and exploring 
relationships among discourses and configurations of social practices; and hence, 
among the individual and the social. Although there is presently much theoretical 
literature available that posits relationships between discourses and social practices, 
the evidence used to support these relationships is generally confined to textual 
analysis at the level of utterances or text types. Accordingly, there is room for 
developing replicable ways of analysing and displaying evidence in support of complex 
interrelationships at the nexus of theory and claims about discourse and social 
practice. The present study intends to contribute to such development. 
In this chapter, I argue that James Paul Gee's polymorphic conception of discourse 
offers one of the best theoretical explications of dynamic relationships among 
discourses and social practices presently available. Additionally, in terms of data 
analysis, I argue that the strategies developed originally by Judith Green, and 
contributed to by the Santa Barbara Classroom Discourse Group, and their associates 
offer effective ways of exploring complex relationships among group members, 
discourse, and action that are largely unavailable in other analytic approaches to 
discourse research. By interweaving Gee's conception of discourses and aspects of 
Green and her associates' approach to data analysis, I advance one way of effectively 
investigating relationships among discourse and social practices. The research 
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approach I begin to develop in this chapter is designed to critique and enhance 
research practices that focus on the microanalysis of discourse and then subsequently 
attempt to unproblematically extrapolate findings to wider social contexts. In later 
chapters, this work leads to a re-examination of the framing of formal language and 
literacy education in the Queensland English syllabus and its underlying assumptions 
(see chapter 5 Part B, and chapter 6). 
The present chapter begins with a synoptic explication of methodology as it pertains 
to this thesis. This precedes an exploration of 'discourse', and its role in current 
language research and in the present study. This chapter concludes with a theoretical 
exposition ofthe analytical procedures employed in this study. 
3.1 THEORY, RESEARCH METHODOLOGY, METHOD, AND DESIGN 
RELATIONSHIPS IN THE PRESENT THESIS 
We can never postulate a theory-free task or investigation, and rather 
than bend our wits towards trivialisation in the hope of approximating 
such a thing, we would do better to take warning that the investigations 
we carry on in the world are usually anything but trivial; they are also 
usually more complicated, conceptually, theoretically and 
methodologically, than [positivist approaches to research would have it]. 
And they are always theory-laden (Harris 1979, p. 16). 
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3.1a Theories 
Theories are accounts of the world that go beyond what we can see or measu;re1. They 
involve generalisations about the way various phenomena came to be, and/or how 
they work or behave. Theories are not about particulars. Indeed, they would have no 
explanatory value if they explained only one limited aspect of a particular 
phenomenon. In addition, theories are tied dialectically and dynamically with 
worldviews, and each is difficult to separate from the other. For my current purposes, 
worldviews - or configurations of beliefs, perspectives, and assumptions about the 
way things 'are' - are formalised as theories or aspects of theories. Theories and 
worldviews are constituted by social and historical perspectives and processes, and 
interpretations of these that promote them in the present (Haraway 1991, p. 77). 
Thus, neither worldviews nor theories are value free. 
Moving around in the world of formalised theories2 is like being in a crowd that is 
milling about on a huge field. As I move through the crowd I am drawn to particular 
families of theories, and the disciplines that embody them. Thus, there are families I 
want to be seen belonging to and with whom I am going to work; all the while 
recognising that although I want to spend time working with them, I still want to be 
free to work sometimes with others from outside a particular kinship and maybe even 
apprehend them as part of my own immediate family of theories and discipline 
communities. 
Theories can be formal, comprising interrelated definitions and relationships that organise 
thinking and practices in particular ways, and that characterise a community of scholars. 
Theories can also comprise common knowledge or shared lore. These kinds of theories are 
often described as folk theories, and characterise particular cultures and social groups. At 
times, formal theories are manifest in folk theories, and vice versa (cf, formal theories of 
gravity and commonsense claims, such as: 'What goes up, must come down'). The present 
discussion is concerned with formal theory as a heuristic device, while recognising that 
boundaries between formal and folk theories are often ambiguous. 
I include poststructural approaches to research and knowledge within this global category. 
Although expressed as anti-theory (cf, Foucault 1972), poststructuralism and its progeny 
constitute a recognisable set of research and scholarly practices that have become 
formalised as 'theory'. For an intriguing discussion of this paradox, see Stanley Grenz 
(1996). 
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The parameters mapped by my main research question (i.e., What language and social 
purposes and practices are enacted in the everyday lives of four adolescents living in 
Brisbane?) call for theories that can be used to interpret and explain everyday 
language and social practices in ways that enable useful analysis of the rich 
complexities of everyday life. Accordingly, as indicated previously in chapter 2 
(section 2.1a), I am drawn to sociolinguistic theories oflanguage and social practice; 
particularly those that emphasise the social, rather than the linguistic. This is also 
discussed below (see section 3 .1 b). 
In order to support my claim that Gee's and Green's work can be interwoven in 
theoretically coherent and mutually amplifying ways that meet my research needs, it 
is necessary to examine briefly aspects of the historical sociolinguistic research 
traditions sustaining their respective approaches. Hence, the following section 
presents a condensed overview of the multifarious nature of sociolinguistics and its 
various applications to language and social research. This overview is achieved by 
means of a discussion of research methodology. 
3.1b Research Methodology: An historical overview of 
sociolinguistics 
Theories are used to interpret the world, and research methodologies constitute the 
'logic' for guiding a researcher's decision-making3. The methodology to which a 
researcher subscribes is formulated largely by theory, research traditions, 
epistemological histories, and the phenomena being researched4. In addition, the 
methodology of a study can be used to check the coherence of arguments and claims 
'Logic' does not necessarily mean tidy research and unambiguous outcomes. Even Chaos 
Theory and post-modem phenomenological studies have recognisable research logics. To 
suggest a research approach or study has no logic, would be to suggest that it is not, in fact, 
research (Haraway 1991, pp. 183-202; Woolgar 1988, pp. 39-52). 
See, for example: Harris 1979, pp.l0-34; Hoshmand 1989, pp. 8-9; Woolgar 1988, pp. 
30-38. 
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(Heap 1992, p. 37). It also contributes criteria by which to judge whether or not a 
study constitutes trustworthy research5. 
Research conducted at the broadly construed intersection of sociolinguistics, 
ethnography, and language education offers established methodologies that act as 
exemplars for guiding research decision-making. In relation to my own project, there 
is already an authoritative body of research (taken on trust for present purposes) that 
informs and shapes the development of a particular methodological approach for 
addressing my research questions6. Such studies are too many to enumerate, and 
instead of presenting the traditional section summarising informing studies, I have 
chosen instead to weave these exemplars throughout my thesis in support of my 
research decisions, interpretations, and claims. 
The theoretical location of the present research, as already signposted, is oriented 
principally by sociolinguistics. 'Sociolinguistics' is an umbrella term for a range of 
disciplined approaches to studying language and sociocultural phenomena (Schiffrin 
1994, p. 6). Sociolinguistics has a fertile, multidisciplinary history comprising theories 
and research approaches from disciplines such as, among others: philosophy of 
language, anthropology, sociology, linguistics, history, and politics. According to Dell 
Hymes (1974, p. 195), whose work has been seminal in developing sociolinguistics 
as a recognised field of endeavour, 
(t)he term 'sociolinguistics' means many things to many people, and of 
course no one has a patent on its definition. Indeed not everyone whose 
See, for example: Figueroa 1994, p. 18; Kinchloe & McLaren 1994, p. 151; Lincoln & 
Guba 1985, 1990. 
See, for example, among many others: Bloome & Egan-Robertson 1993; Bowers & Iwi 
1993; Breen et al. 1994; Cairney et al. 1994; Cazden 1988; Cook-Gumperz 1986, 1993; 
Delgado-Gaitan 1990, 1993; Free body et al. 1996; Gee 1989, 1993b; Green & Meyer 
1991; Green & Yeager 1995; Gutierrez 1993; Heath 1983; Heath & McLaughlin 1994; 
Hull & Rose 1994; Kerfoot 1993; Kress 1988; Lemke 1995a; Michaels 1986; Mol11992; 
I. Myers 1992; Shuman 1993; Steedman 1981; Street 1984; Thomas & Maybin 1997; 
Walkerdine 1985, 1990. 
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work is called 'sociolinguistic' is ready to accept the label, and those who 
do use the term include and emphasize different things. 
Although Hymes was writing over twenty years ago, his observation remains 
pertinent. Some scholars regard such ambiguity a hindrance and work towards 
unifying the plethora of approaches to sociolinguistic investigation into a single, 
unified discipline7. This is not the aim of the present study, which intends capitalising 
on recently configured and/or emerging sociolinguistic approaches currently available 
for investigating and interpreting adolescents' social practices and purposes for using 
language. 
Historically, a number of distinct approaches to researching language use and social 
practice can be identified within the broad scope of sociolinguistics. These include, 
among others: speech act analysis, variation studies, conversation analysis, 
pragmatics, ethnomethodology, interactional sociolinguistics, ethnography of 
communication, and critical discourse analysis. Boundaries delimiting each approach 
are fluid and overlapping8; however, provisional distinctions between them are useful 
for clarifying the methodological framing of the present thesis. 
Consequently, these various approaches to sociolinguistic research can be identified 
according to their particular emphases fashioned from distinctive configurations of 
sociocultural world views, theories about social and language practices, a recognisable 
community of scholars, a body of reported research studies, and a set of research 
methods. Hymes, for example, identified three salient orientations within what was 
then the burgeoning field of sociolinguistics (1974, p. 195). These orientations bear 
directly on current approaches to researching language and social practices. These 
See, for example: Fasold 1992, p. 355; Milroy 1992, p. 356; and summarised discussions 
in: Figueroa 1994; Schiffrin 1994; Taylor & Cameron 1987. 
For example, conversation analysis methodologies are aligned in different ways with 
speech act theory, ethnomethodo1ogy, social psychological studies of conversation, and 
fi.mctionalism. See Talbot Taylor and Deborah Cameron (1987) for a thorough discussion 
of these variations. 
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orientations include aiming at: (i) the social as well as the linguistic; (ii) socially 
realistic linguistics; or (iii) socially constituted linguistics. 
(i) A research orientation that focuses on the social as well as the linguistic is most 
interested in social problems involving language (e.g., the 'Army method' of 
teaching foreign languages), but does not challenge traditional linguistic 
theories. This orientation is concerned more with practical applications of 
linguistics to social phenomena, than with theoretical development. Hence, 
language is assumed to be a fixed and autonomous system that can be used to 
ameliorate social problems. 
(ii) Socially realistic linguistics refers generally to work that 'extends and challenges 
existing linguistics with data from the speech community' (Hymes 1974, p. 
196). Much ofthis work focuses on linguistic variation (e.g., Labov 1972, 
1989), and on identifying direct correlations between - rather than dynamic 
interrelationships among - linguistic data and social data. Although this 
orientation is 'system based' (cf, Milroy 1992, p. 352), it is grounded in a view 
that the rules of linguistic variation are socially and linguistically patterned -
rather than belonging to a fixed system of language governed by rules inherent 
in the system - and as such, can be identified by studying speech communities. 
(iii) Socially constituted linguistics is characterised by the assumption that 'social 
function gives form to the ways in which linguistic features are encountered in 
actual life' (Hymes 1974, p. 196). This challenges and moves beyond 
conceptions of 'socially realistic' and traditional linguistics to posit theories of 
language that are grounded firmly in social meaning and action9, rather than in 
grammar and (usually unambiguous) speech rules. 
Hymes' distinctions can be used to map current sociolinguistic terrain, and prove 
useful in justifying my methodological decisions. Indeed, the third sociolinguistic 
Hymes (1974, p. 196) proposed that linguistics is actually a theory of grammar, rather than 
a theory of language. A theory of language necessarily encompasses much more than 
grammar alone, and more satisfyingly suits my present research purposes. 
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orientation identified by Hymes contributes directly to identifying and shaping the 
theoretical framing of the present study. However, for my purposes, Hymes' third 
orientation is made more usefully complex by including the assumption that ways of 
speaking have a dynamic and constitutive effect on social practice. Positing vibrant 
and mutually informing relationships among language and social practices more fully 
captures the complexities of everyday life ( cf., Lemke 1995a, p. 1 06). This position 
is discussed in terms of discourses and forms of life in later sections (see especially 
section 3.4 onwards). 
The investigation of socially constituted linguistics is a well established project in a 
range of current sociolinguistic approaches to language research. Each of these 
approaches is constructed from a set of generally recognised assumptions about 
language and social practice10. Among these assumptions are the following: 
• 
• 
• 
• 
• 
• 
10 
11 
12 
human language interactions are patterned and governed by social 
practices or conventions 
language has social functions 
patterns oflanguage use and purpose signify membership11 in particular 
social groups 
systems of meanings vary across cultural and social groups, time, and 
context12 
language use and social practices change over time 
language and knowledge are interrelated 
1bis list of assumptions was compiled from the overlapping work of: Fairclough 1992b; 
Figueroa 1994; Gee, Michaels & O'Connor 1992; Green 1990; Gumperz 1986; Hatch 
1992; Hymes 1972a & b, 197 4; Kress 1985, 1988; Schiffrin 1994; van Dijk 1993, to 
name only a few. 
Within this thesis, 'membership' is defmed in terms of an individual holding and acting 
upon the common values, beliefs, perspectives, ways of speaking and thinking, and so 
forth, that constitute a social group or network (Gee 1990, p. 142-3; see also: Green & 
Meyer 1991, p. 143). This requires more than merely thinking one is a member; a person 
has to demonstrate membership, and be socially recognised and accepted by other 
members as being as a member. 
'Context' is more than the physical site of an event (Green 1990, p. 105). Contexts, 
instead, are social and constituted by what participants are doing, where, and when, and 
in what ways. Contexts are spaces of social negotiation, interaction, and 
'inter( con)textualicy' (Floriani 1993, p. 271 ). Participants in events co-construct contexts, 
which in turn, act on participants. Sites are simply the physical setting for contexts. 
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Researchers claiming to be interested in language as a social practice (i.e., Hymes' 
third orientation) often emphasise different aspects of these baseline assumptions. For 
example, critical discourse analysts13 foreground in their research uneven relationships 
among individuals, groups, social practices, language uses, and access to social goods 
and services14. Interactional sociolinguists instead focus on social cohesion brought 
about through shared, situated presuppositions about interaction conventions and 
mutual recognition of such presuppositions15 . Ethnographers of communication, as a 
third example, generally emphasise the cultural relativity of language practices, 
variation, and communicative competence16. Nevertheless, these base-line assumptions 
construct a serviceable foundation from which to launch the present study. 
Other sociolinguistic approaches to language research that are motivated by interests 
in socially constituted linguistics include: speech act theory, variation studies, 
conversation studies, pragmatics, and ethnomethodology. These approaches posit 
direct and linear relations between social phenomena and language use, and emphasise 
data analysis at the level ofutterance and tumtaking, text types and grammar (i.e., 
commonly identified as 'micro level analysis'; cf, Erickson 1992). However, these 
approaches do not provide satisfactory explanations of the complex, mutually 
constituting, and historical-political relationships among language use and social 
practice. Neither do these approaches include possibilities for speakers or interactants 
to claim multiple and simultaneous identities and purposes. Hence, such approaches 
13 
14 
15 
16 
Just as there are many theoretical possibilities and scholarly communities within 
sociolinguistics, so too, are configurations of critical discourse analysis many and varied. 
However, all of these approaches share foundational assumptions regarding the non-
neutrality of language and complex and uneven relations among language, power, social 
practices and institutions. They can thus be grouped for present purposes under a general 
discipline heading. 
See, for example: Fairclough 1995 p. 4; Kress 1985, p. 52; van Dijk 1993, p. 249. 
See, for example: Brown& Levinson 1987; Goffman 1974; Gumperz 1972. 
See, for example: Hymes 1971b, 1972a, 1974. 
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are insufficient for my research purposes, and accordingly, do not make direct 
theoretical or methodological contributions to the present study17. 
On the other hand, it seems to me from the range of approaches traditionally available, 
that ethnography of communication, interactional sociolinguistics, and critical 
discourse analysis collectively provide a range of theoretically compatible and useful 
guidelines for investigating complex relationships. This includes relationships among 
specific language uses, patterns of social practice across time and contexts, 
membership in social groups, effects of social institutions on social groups and 
individuals, and/or social identity and subjectivity, and provide guidelines for 
evaluating opportunities for accessing social goods and services. 
A key concept operating in all three approaches is 'ways of speaking', or, in keeping 
with current sociolinguistic trends, 'discourse'. This concept will be explored in more 
detail in following sections (see especially section 3.4). In addition, these three 
sociolinguistic approaches to language research map terrain for establishing historical 
kinship and points of theoretical consonance between Gee's theory of discourses and 
Green and her associates' approach to analysing interactions. 
The boundaries between ethnography of communication, interactional sociolinguistics 
and critical discourse analysis have been made more distinct in the present discussion 
than they are in practice. Indeed, many reputable researchers working at the 
intersection of language use and education have made effective use of particular 
syntheses of (aspects of) these three approaches in ways that have contributed 
significantly to advancing language research and understanding18. I count the work of 
17 
18 
This is not to deny the historical relations and family resemblances among these 
approaches and those directly influencing my research. However, engaging with these 
other sociolinguistic approaches lies outside the bounds of this thesis; nevertheless, each 
has played a role in delineating and informing my methodology. Proving helpful in relation 
to my research decision-making was work by, among others: Austin 1962; Bernstein 1990; 
Fasold 1990, 1992; Garfinkel1972; Grice 1975; Heritage 1984a & b; Labov 1972, 1989; 
Schlegoff 1972; Searle 1969, 1971. 
See, for example, among many others: Cook-Gumperz 1986, 1993; Green & Yeager 
1995; Heath 1983; Hull & Rose 1994; J. Myers 1992. 
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James Paul Gee and Judith Green (with the Santa Barbara Classroom Discourse 
Group) as falling within this category. 
Although these two theorists acknowledge debts to the ethnography of speaking and 
interactional sociolinguistics, each has taken up these approaches to discourse analysis 
and interpretation in distinctive and different ways. Green and her associates, for 
example, appear to be most interested in identifying and tracing the ways in which a 
classroom community 'comes into being' by means of shared and consensual ways of 
speaking and acting. Gee, working from a different angle, draws on additional bodies 
of sociolinguistic theory such as critical linguistics, and other disciplines such as 
cognitive science and philosophy, in his investigations of discourse and social practice 
in relationship with differentiated access to social goods and services. 
Nevertheless, there remains a number offamily resemblances between Gee's theory 
of discourses and Green's research methodology that enable me to entertain the 
possibility of using Green and her associates' techniques for analysing data to identify 
and interpret a range of discourse and social practices embodied by each of the four 
young people participating in my study. These family resemblances include, among 
others: emphasising the importance of the interrelationships among the individual and 
social contexts, identifYing what it means to be a member of a particular social group, 
and the role of patterns of language and social practice in constituting and 
coordinating being a 'person of a certain type' (cf, Gee 1994a, p. 4; see also Green 
& Meyer 1991). A more detailed theoretical rationale for interweaving the work of 
Gee and Green in the present study is advanced in section 3.5 below. 
For now, the preceding discussion is an intentionally simplified sketch of my 
methodological intentions. The methodology of the present study is explicated more 
fully in sections 3.4 and 3.5 below, and demonstrated in subsequent chapters. 
Nevertheless, this bare-bones outline establishes the scope of the theoretical framing 
of my thesis, and signals possible research designs and data collection methods. The 
latter, more pragmatic aspects of the present study are discussed briefly below, and 
more fully in chapter 4. 
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3.1c Research Methods 
Methods, as distinct from methodology, refer to at least two categories of research 
action; that is, data collection and data analysis. Data collection methods include tools 
and processes used to collect data, while analytic methods comprise theorised 
strategies and processes for interpreting this data. Methods, too, need to be 
theoretically consonant with the research question, methodology and design, 
otherwise the logic of the research and the trustworthiness of findings collapses 
(LeCompte & Preissle 1993, p. 158). 
Briefly, data collection methods for the present study were obtained from ethnography 
of communication, interactional sociolinguistics, and critical discourse analysis 
approaches to researching language practices, which in tum, draw on ethnography, 
anthropology, case study, and various forms oflinguistic analysis. Within the present 
study, specific methods and tools include, for example: peripheral participant 
observation and fieldnotes, semi-structured interviews, artifact collection, and 
participant journals. 
Data analysis methods, as already indicated, were drawn primarily from ethnography 
and the Santa Barbara Classroom Discourse Group's social constructionist approach 
to researching language use. This includes strategies for identifying and mapping 
events, interactions, and message units. Particulars of data collection and analytical 
methods employed in the present study are described more extensively in chapter 4 
(sections 4.2 and 4.3). 
3.1d Research Design 
Combining theory, methodology, and methods into a coherent and logical package is 
a matter of design. Research design refers to the overall logic of a particular research 
project. It is the material expression of relationships among theories, methodology, 
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and the research field, and provides much of the criteria by which the efficacy of a 
project is judged and its outcomes evaluated. This is discussed in more detail in 
chapter 4 (section 4.1). 
3.2 NARROWING THE SCOPE OF MY RESEARCH 
Given that the contours of the theoretical framing for my study have been sketched 
in the preceding discussion, it is now necessary to begin filling in these outlines. 
Accordingly, one useful place to begin is with possible ways of theorising the 
relationships among discourses and social practices. 'Discourse' is an important, 
although variously interpreted, concept within sociolinguistics and proves a useful 
theoretical and analytical category for investigating and interpreting language use and 
social practice. 
The following sections focus on and judiciously evaluate some of the various ways 
discourse is conceptualised in general within and across ethnography of 
communication, interactional sociolinguistics, and critical discourse analysis, and in 
particular, within Gee's theory ofD/discourses. This discussion explicates the ways 
in which 'discourse' is conceived and used in my thesis to explore relationships among 
the individual and the social in the everyday language and social practices of four 
young people. Accordingly, a primary aim of this entire chapter is to move forward 
the role of discourse as a concept in language research, rather than to simply add to 
the reinventions that are currently proliferating in the field19. 
In addition, the following discussion examines some of the tensions being played out 
among advocates of macro and/ or micro analyses of language and social practices. 
Indeed, macro and micro levels of analysis in discourse research and reporting have 
19 See, for example: Barton 1994; Baynham 1995; Fairclough 1995; Lemke 1995a. 
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long been regarded as research and reporting issues in sociolinguistics20. This is 
explicated in more detail below. 
3.3 MICRO AND MACRO LEVELS OF DISCOURSE ANALYSIS: OR, 
RETHINKING THE CONSTRUCTION OF THE INDIVIDUAL AND 
THE SOCIAL IN SOCIOLINGUISTIC RESEARCH. 
Prior to the mid 1960s, anthropologists had long been interested in studying the ways 
in which cultural groups used language; however, such studies generally ignored 
language as a culturally constituted phenomenon21 . Conversely, linguists during this 
time were ignoring performance in relation to language analysis, focusing instead on 
theoretical notions of competence (i.e., grammatical knowledge) which abstracted 
language from contexts of use and its functions22 . 
During the latter half of the 1960s, Hymes began drawing attention to the need for 
analysing and theorising 'the interaction oflanguage and social life' that encompassed 
'the multiple relations between linguistic means and social meaning' (1972a, p. 39). 
Hymes' goal was to more fully understand the diversity and variety oflanguage forms 
and their functions, and to demonstrate sensitivity towards the ways in which such 
forms and functions are part of different social and cultural meanings (Hymes 1971 b, 
1972b; Schiffiin 1994, p. 135). 
Hymes was among the first theorists to draw explicit attention to fundamental 
disjunctions between anthropological and linguistic studies of language use. 
Subsequently, he developed a methodology - ethnography of communication23 - that 
20 
21 
22 
23 
See, for example: Bowers & Iwi 1993, p. 360; Fairclough 1992b, p. 6; Lemke 1995a, p. 
15. 
See commentaries in, for example: Ardener 1971; Fasold 1990; Hymes 1964, 197la, 
1972b; and Schi:ffrin 1994. 
See critiques of such practices in: Hymes 1964, 197 4. 
Also known as 'ethnography of speaking'. 
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was designed to ameliorate such disjunctions by focusing on investigations of 
language use and function within wider frameworks of beliefs, actions, norms, and 
culture. However, despite Hymes' and others' attempts (e.g., Fishman 1972a & b; 
Gumperz 1971, 1972) since the early 1970s to develop a 'socially constituted 
linguistics', the theoretical and analytical relationship between discourse and social 
practice is still a contentious issue for many sociolinguistic theorists and 
commentators24. 
Interestingly, this issue- while well-recognised - is often debated in terms of speakers 
and contextual principles25 (e.g., Fasold 1992, p. 354). However, it seems to me that 
a focus on speakers and contextual principles occurs at the expense of analysing 
speakers in relation to larger social, historical, political, and economic contexts. Thus, 
it transpires that the emphasis in such debates is on the 'speaking individual' (cf, 
Lemke 1995a, p. 10), who is often conceived as having a coherent and unchanging 
social identitf6. In addition, evidence of relationships among speakers and among 
speakers and social practices is generally inferred from their (spoken) interactions in 
these debates ( cf, Milroy 1992, p. 3 59). 
Nevertheless, sociolinguistic researchers interested in exploring and analysing complex 
interrelationships among language and social practices readily embrace the challenge 
ofbringing together in theoretically coherent ways analyses of language function and 
use (regarded as both structural and social) and social practices. For example, John 
Bowers and Kate Iwi (1993, p. 360-5) criticise binary constructions of the individual 
24 
25 
26 
See, for example: Fasold 1992; Milroy & Milroy 1985; Milroy 1992. 
For example, what cmmts as an acceptable utterance within a given social group at a given 
point in time. 
For example, Ralph Fasold (1992, p. 352) conceptualises 'speaker' in tenns of a set of 
principles whereby people talk with each other in order to communicate ideas and 
information, as well as to 'present their permanent social identities to [others] and to 
negotiate their momentary relationship with the people they are talking to'. 
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and the social within sociolinguistics27. Such constructions are often described in terms 
of micro and macro levels of analysis respectively. However, for Bowers and Iwi and 
other like-minded sociolinguists, the macro/micro distinction is insufficient and often 
skewed in favour of one level of analysis at the expense of the other8. Bowers and Iwi 
propose instead that the individual and the social are conceptually symbiotic and 
complex: 
(t)he individual and the social need to operate as a couplet so that you 
cannot eliminate one in the hope of promoting the other (so reductionisms 
of both an individual and holist flavour are always ultimately implausible) 
just as it is never satisfactory to theorize a stable relation between the 
two. 
Indeed, as already mentioned, all too often in studies of language and social practice 
one level of analysis is sacrificed for the other. This is particularly the case when 
theorists and commentators attempt to infer in unidirectional ways the social, 
historical and political from close textual or linguistic analyses oflanguage use alone. 
To do so denies much of the complexity of relationships among language use and 
social practice (Lemke.l995a, p. 25). 
Bowers and Iwi, among others, aim at constructing ways of rendering concepts of, 
and relationships among, society, discourse, and social relations in theoretically 
enabling ways. They do not call for a grand synthesis of approaches, but rather a 
reorientation to investigating and reporting the concept of society, and 'how discourse 
should be studied and discursive phenomena accounted for' (1993, p. 362-3). To this 
end, they critique ostensive definitions of society, and opt for a performative definition 
instead; in so far that 'a [version of] society comes into being in the way that it does 
precisely through the associations actors make as they recruit others to their definition 
27 
28 
Bowers and Iwi use 'the individual' and 'the social' as shorthand formulations of complex, 
multidimensioned, and dynamic interrelationships that are historically, biologically, 
economically, and politically circumscribed (1993, p. 361 ). So do I. 
See, for example: Gee 1990; Fairclough 1992b; van Dijk 1996. 
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of it', or are in tum - or simultaneously - recruited to others' performative definitions 
(Bowers & Iwi 1993, p. 364; original emphasis). This conception of society and by 
extension, social practice, has significant implications for discourse analysis, and is 
discussed in more detail below. 
3.4 DISCOURSE {AND ITS ROLE IN THE PRESENT THESIS) 
'Discourse', as indicated, is a key concept in attempting to reconfigure traditional 
theoretical treatment of the individual and the social in language research ( cf, Lemke 
1995a, p. 15). Like the term sociolinguistics, discourse is not the exclusive property 
of any one discipline within sociolinguistics or beyond. Researchers focusing on micro 
level analyses oflanguage generally use the term 'discourse' to describe (types of) 
direct verbal interactions or utterance sequences between speakers and listeners29. 
Conversation analysts, for example, emphasise the sequential structures in 
conversation, and focus on describing and interpreting the mechanics of conversation 
(e.g., adjacency pairs, repairs, turns, overlaps, intervals, stretches, gaps, aspiration, 
etc.) as interpreted by means oftranscripts30. Analysing these constructs subsequently 
provides 'a basis through which social order (including a sense of "context") is 
constructed' (Schi:ffiin 1994, p. 12). Conversation analysts, however, pay scant 
attention to social relations and to social identities, contexts, and so forth beyond the 
analysed moment (ibid., p. 235; Taylor & Cameron 1987, p. 117). Thus conversation 
analysts focus most on speaking individuals as constructed by their transcribed speech, 
and only gesture toward social analyses and interpretations. 
29 
30 
See, for example: Atkinson & Heritage 1984; Garfinkel 1972; Ochs 1979; Psathas & 
Anderson 1990; Schlegoff 1972; Wilson 1989. 
Transcripts themselves are always already interpretations. See, for example, discussions 
in: Baker 1991b, 1996; Fairclough l992b; Kantor, Green, Bradley, & Lin 1992; Morine-
Dershimer 1985; Ochs 1979; Psathas & Anderson 1990. 
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Kress (1985) challenges analyses of speaking individuals that are made to stand 
simultaneously for larger social analyses. He calls for accounts of language that 
accommodate a range of language types and functions. 
An explanation for differing modes and forms of speaking can only be 
given when we look at the phenomenon from a linguistic and social 
perspective. Then we find that these speakers share membership in a 
particular social institution, with its practices, its values, its meanings, its 
demands, prohibitions, and permissions. We also begin to get an 
explanation for the kind of language that is being used, that is the kinds 
of texts that have currency and prominence in that community, and the 
forms, contents and functions of those texts (Kress 1985, p. 6; original 
emphases). 
Kress emphasises the multiplicity of discourses in social practice, and problematises 
claims that language is only indexical to social phenomena (see also van Dijk 1993, 
p. 251; Fairclough 1992b, p. 65). For Kress- as with Bowers and Iwi- discourses, 
social practices, and social institutions are mutually constituting; one dimension 
cannot be studied properly without studying the others. Kress' analytic stance, 
particularly in his earlier work, underscores the politicised nature of discourse studies 
that attempt to analyse some of the complex interrelationships between discourse and 
social practice in everyday life. 
Researchers working at the intersection of discourse and language education and who 
claim agendas similar to Kress and to Bowers and Iwi - I include myself among them -
believe that worthwhile investigations of discourses are simultaneously investigations 
of social and material contexts31 . Bowers, Iwi, and Kress are generally identified as 
'critical discourse analysts' (see van Dijk 1993) and it seems that much of the recent 
31 See, for example, among many others: Anderson & Irvine 1993; Cazden 1988; Cook-
Gumperz 1986, 1993; Delgado-Gaitan 1990, 1993; Gee 1989, 1993b; Giroux 1993, 
1995; Heath 1983; Heath & McLaughlin 1994; Hull & Rose 1994; Kress 1988; Lemke 
1995a; Michaels 1986; Moll1992; Shuman 1993; Steedman 1981; Street 1984; Weiler 
1995; Walkerdine 1985, 1990. 
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impetus for reconfiguring discourse analysis to account for complexity and multiplicity 
grew out of critical discourse analysis approaches to researching 'language in use'32. 
Accordingly, I have elected to focus at present on conceptions of discourse that fall 
within the theoretical boundaries of critical discourse analysis33 • 
For example, Fairclough (1989, p. 25) works from principally European traditions of 
discourse analysis. He draws primarily on Halliday's original systems of analysis and 
Foucault's 'orders of discourse' to describe the discourse-context relationship by 
means of analysing a three-way interaction between text, interaction (including 
processes of production and interpretation), and context (including social conditions 
of production and interpretation). However, and despite Fairclough's explicit 
differentiation between levels of discourse analysis, his published work emphasises 
textual analysis of language functions and uses, from which he extrapolates to larger 
social practices (cf, Fairclough 1989, 1992a & b, 1995). Moreover, Fairclough 
couches contextual levels of analysis largely in terms of singular, linguistically-
constructed ideologies rather than in terms of individuals constituted as members of 
historically-construed and multiple social groups operating within and across myriad 
institutions. Fairclough, however, is not alone in emphasising texts over social 
practice. 
Kress, particularly in his earlier work, draws similarly on the theory of critical 
linguistics he helped to develop and posits direct relationships between ideology, 
institutions, social practices, and discourses (e.g., Kress 1985, 1988; Hodge & Kress 
1988). However, much of this work has focused on printed texts or institutionalised 
roles in specialised (usually adult) interactions (e. g., political speeches; newspaper 
articles; discussions between a councillor and a rate-payer, between an admissions 
officer and a potential student, etc.). Overall, his work appears to imply direct, causal 
32 
33 
See, for example: Barton 1994; Baynham 1995; Lemke 1995a. 
Although other areas or sub-disciplines of sociolinguistics offer alternative views of 
discourse (e.g., interactional sociolinguistics, ethnomethodology, conversation analysis), 
I have found that critical discourse analysis focuses explicitly on constructing ways of 
merging analyses of the individual and the social. This agenda resonates with my present 
purposes. 
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relations between discourse and social practices; that is, if the discourse - and 
particularly the linguistic construction of texts - is changed, then (inequitable) social 
practices will also change34. For example, Kress (1988, p. 127) claims, 
(t)he structures of power are ubiquitous, and may appear monolithic. And 
yet... there is always the possibility of using such power as is available to 
the participants to their ends. The more awareness we have of the effects 
and meanings of linguistic form, the greater our possibility of using them 
for our purposes (original emphasis). 
However, interrelationships among discourses, social practices, group membership, 
and social institutions are far more complex than this suggests. 
Teuwen van Dijk (e.g., 1993, 1996), working principally from a nee-Marxist 
theoretical framing, also regards the fundamental project of critical discourse analysis 
as contributing to our understanding of 'social problems such as dominance and 
inequality' (ibid., p. 254). He champions explicit sociopolitical stances in critical 
discourse research; however, he also promotes a bifurcated distinction between the 
'dominating' and the 'dominated'. This risks constructing a single social identity for 
the individual, and implies that the dominated are powerless to change their 
circumstances for the better without the intervention of experts (i.e., critical discourse 
analysts). 
Like Kress, van Dijk proposes straightforward interventions by means of changing 
discourses in order to change social practices. He suggests, for example, 'that one of 
the social resources on which power and dominance are based is the privileged access 
to discourse and communication' (1993, pp. 255-6). This also includes access to 
corresponding social roles. This claim is explained, for example, by means of 
parliamentary discourse on ethnic affairs, and how language choices are used to 
further discredit already powerless groups (ibid., pp. 265-79). Indeed, van Dijk 
34 See critiques of such reasoning in, for example: Gee 1990, p. 18 and Lemke 1995a, pp. 
14-15. 
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presupposes that power is always the province of those who hold (institutional) 
authority. I propose, however, that newly emerging and changing discourses indicate 
that the foundations for such assumptions are not necessarily as obvious or as 
straightforward as van Dijk seems to suggest. This is discussed in chapters 5 and 6. 
Jay Lemke (1995a), working in North America with theories of critical linguistics and 
social semiotics, is similarly concerned with interrelationships among discourses, 
power, and social practice. However, as with others discussed above, Lemke 
demonstrates his own theory of the relationships among discourse and social practices 
primarily by means of analysing published texts or transcriptions of oral interactions 
(e.g., ibid., pp. 37-79). For example, Lemke investigates a 'discourse ofthe moral 
majority', and a 'discourse of gay rights' (ibid., pp. 45-57) using texts published by 
each group. Each text is analysed according to the kinds of meanings constructed-
and assumptions made - within the text. The results of such analyses are extrapolated 
to particular sets of social practices and worldviews as identified by Lemke (e.g., ibid., 
also 1995a, p. 41). Despite Lemke's concern for focusing on various dimensions of 
the individual and the social in discourse analysis, he tends to favour close textual 
analysis. 
Michel Foucault (e.g., 1972), although not technically a critical discourse analyst, has 
also had a seminal influence on discourse analysis. His theory of language use is not 
explicitly adopted within the theoretical framing of the present study, however, his 
work has nevertheless been influential. His theory of orders of discourses lays useful 
terrain for exploring ways of drawing boundaries around discourses. Additionally, his 
historical and political contextualisation of discourse analysis is an exemplary guide 
for interpreting patterns of language use and social action, and social constructions 
ofindividual subjectivities. However, Foucault's theoretical focus is on social systems 
and structures (e.g., systems of power and regulation, institutions, etc.) and he 
appears to propose that assumptions and claims can be made about social practices 
based on analyses of these systems and structures (rather than on analyses of the 
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practices themselves)35 . Consequently, Foucault's conception of orders of discourse 
also proves insufficient on its own for my present purposes. 
The preceding discussion is not meant to deny the importance of these and similar 
scholars' work, or to posit their approaches as antithetical to the theoretical framing 
of the present study. Indeed aspects of their discourse and social analysis work are 
used to critique and contribute to the conception of discourses taken up in this study 
(see section 3.4a below). The preceding brief excursion through the theoretical 
orientations of a number of widely recognised critical discourse analysts and their 
conceptions of discourse was designed to serve two purposes. 
First, it presented a representative - but by no means exhaustive - sample of theoretical 
positions and research foci in critical discourse analysis as manifested in Europe, 
Australia, and the United States in the 1970s through to the early 1990s36. Second, 
this overview suggests that although there is a recognised need for reconfiguring 
approaches to conceptualising and studying the individual in relation with the social, 
there remains much work to be done in developing ways of displaying and reporting 
evidence in support of claims and interpretations pertaining to language and social 
practices. 
In relation to the present study, conceiving discourse as 'socially constituted and 
constituting' forces me to look beyond language at the level of the sentence or text 
to include analyses of (richly contextualised) language and social practices. Such 
analyses also entail investigating the ways in which various social groups - and their 
discourses - are accorded different degrees of social legitimacy and power. Therefore, 
35 
36 
For critiques of Foucault's theoretical assumptions about relationships among the 
individual and social systems, structmes, and practices, see for example: de Certeau 1984, 
p. 46; Fairclough 1992b, p. 57; Haraway 1991, p. 236; Smith 1990, pp. 79, 108. 
These scholars also represent various configurations of the lines of influence impinging 
historically on critical discourse analysis in present times: Marxist theories, neo-Marxist 
theories, theories of discursive orders, and critical linguistics (cf., discussion in van Dijk 
1993). This range of theoretical influences also underscores the multiple interpretations 
of 'discourse' that are currently available to scholars. 
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gathering detailed information about four adolescents' language and social practices 
can establish :fiuitful ground from which to launch examinations of assumptions made 
in the Queensland English syllabus about young people's language uses. However, 
defining discourse as 'socially constituted and constituting' gives little indication of 
the theoretical and analytical details incumbent in adopting this orientation. Neither 
does it signal the kind of research design needed for collecting and interpreting data 
in ways that usefully address my research questions. 
What I need is a more concise - but serviceable - definition of discourse that builds on 
the theoretical framing established thus far for the present study, and that points 
towards a coherent and workable research methodology. From the range of 
interpretations and approaches available, James Paul Gee's (e.g., 1996) conception 
of discourse encompasses 'ways of speaking' and 'ways of being in the world', and 
interrelationships among these states. Accordingly, he offers a useful approach to 
theorising and researching language uses and social practices in the everyday lives of 
the four adolescents' participating in the present study. 
Gee, more so than Fairclough, Kress, van Dijk, and those akin to them, focuses on 
discourse, identity-formation and meaning-making within and across a range of 
contexts, social practices, social groups, and institutions. Gee situates discourse in co-
constitutive and coordinating associations with social identities, social networks, and 
everyday social practices. Indeed, it seems to me in light of the choices available, his 
theory of discourse offers one of the best available explications of the interrelationship 
among the individual and social. 
However, this is not to claim that Gee's theory is complete and unassailable. The 
following sections summarise and critique Gee's conceptions of discourses in order 
to identify areas of strength and fragility in his theory in relation to the present study. 
This discussion also shapes and informs the ways in which Green and her colleague's 
approaches to data analysis are employed in the present study (see section 3.5 below). 
Data analysis is discussed more pragmatically in chapter 4 (section 4.6) and the results 
of my analyses are presented and discussed in chapters 5 and 6. 
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3.4a D/discourses 
Gee usefully differentiates between two dimensions of discourse: Discourse (with an 
upper-case 'D'), and giscourse (with a lower-case 'd'). Although both dimensions of 
discourse are discussed more fully below (see sections 3. 4b, c, & d) they are defined 
briefly here. Discourse describes 
a socially accepted association among ways of using language, other 
symbolic expressions, and artifacts, of thinking, feeling, believing, valuing 
and acting that can be used to identify oneself as a member of a socially 
meaningful group or 'social network' (Gee 1996, p. 131). 
According to Gee, these 'socially accepted associations' delineate one Discourse from 
another, although the boundaries are always blurred and fluid (Gee 1992/3, pp. 13-4, 
1993c, p. 14). His conception of giscourse bears closer resemblance to micro 
sociolinguistic definitions oflanguage use. Gee (1990, p. 103) defines giscourse as 
any stretch oflanguage (spoken, written, signed) which 'hangs together' 
to make sense to some community of people who use that language ... 
(M)aking sense is always a social and variable matter: what makes sense 
to one community of people may not make sense to another. 
Thus, 'discourse' is concerned with meaning making and language use. 
Gee's distinction between dimensions of discourse thereby provides useful analytic 
constructs for analysing language use and social practices in terms of individuals, 
social groups, and larger patterns of social history and convention. This assists with 
scrutinising claims made in the Queensland English syllabus about young people, their 
language uses, and their social practices. However, this perceived usefulness, as 
already indicated, does not preclude adapting or reconfiguring Gee's theory in light 
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of its application to data collected for the present study. Following sections detail 
Gee's theory of D/ discourses37 and discuss a number of critiques of Gee's theory. 
3.4b Discourses: Forms of life 
Gee likens Discourses to 'forms of life' in the manner of Ludwig Wittgenstein (1953). 
Forms of life, for Gee, are composed of particular sets of values, beliefs, activities, 
conventions, words, ways of speaking, interpretations, and bodily positions, along 
with material props and socially identifiable roles, that together constitute a particular 
-and recognised- social identity (Gee 1992/3, p. 13-14). Indeed, forms of life are tied 
to social action and to the public nature of language. Accordingly, they have a 
material, observable presence. Thus, examining language use, as the present study 
proposes, entails investigating forms oflife- and vice versa (see Wittgenstein 1953, 
Pl9). 
For Gee (1992/3), forms of life are overlapping and fluid, and an individual is not 
necessarily (indeed, is rarely) confined to a single form, or Discourse. There are 
innumerable Discourses (Gee 1996, p. 12) and each Discourse constitutes (patterned) 
opportunities for people to 'be', and to display being, a particular kind of person. This 
is not to say that Discourses are ultimately idiosyncratic and individualistic. Indeed, 
this would render the concept meaningless. Discourses share mutually constituting 
relationships with social (and language) practices, and, just as there can be no such 
thing as a truly private language (cf., Wittgenstein 1953, P243-312), neither, I believe, 
can there be a truly 'private' Discourse. 
Social identities, in Gee's terms, are not fixed and unchanging, but are provisional and 
repeatedly negotiated in 'actual contexts of situations', practices, and histories (Gee 
1996, p. 131). Thus, it is within and through Discourses 'that we make clear to 
37 Within this thesis, reference to ';Qiscourse' always assumes simultaneous reference to its 
concomitant 'giscourse'. At times, this interrelationship is emphasised by the form 
'D/discourses', while at other times the distinction between them is emphasised by means 
of underlining the initial letter (e.g., giscourse). 
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ourselves and others who we are and what we are doing at a given time and place' 
(ibid., p. 129; original emphases). For example, in my own case, being a student, a 
Netgrrrl, a teacher, a Lutheran, a researcher, a daughter, a wife, a shopper, and so 
forth, are all different and identifiable - but not necessarily mutually exclusive -
identities within various Discourses. Each display comes with certain recognised ways 
of acting and speaking, all of which are part of subscribing to a particular 
configuration of Discourses. Moreover, each social identity is constantly negotiated 
according to context, other people present, my own purposes, memberships in other 
Discourses, and innumerable social and historical forces that shape and constrain the 
routines and conventional habits ofbeing a particular kind of person (cf, Gee 1996, 
p. 77). 
In addition, membership in a Discourse may be an explicit decision and an assiduously 
practised identity such as being a sailboarder or gourmet chef, it may be forced upon 
one as with certain student identities, or one may be born into - as it were - a 
particular socially recognised group and/or identiif8. Again, taking an example from 
my own life, I worked long at hard at becoming a member of the sailboarder 
Discourse. This involved reading all the 'right' kinds of magazines, buying all the right 
kinds of sailing gear and costumes, and sailing in all the right places. This required 
much effort and outlay on my part. 
On the other hand, I was born into the Lutheran Discourse, which was entirely 
invisible to me for many years. This Discourse involved attending Church and youth 
groups regularly, wearing particular kinds of clothes to these events, reading certain 
books, engaging in family devotions and prayers, valuing particular acts and thoughts 
over others, and even assuming for a long while that was how life out-of-school was 
for everybody. In retrospect, being a member of this Discourse needed seemingly little 
38 Describing the ways of being 'in' a Discourse are constrained by the language available. 
Discourses can seem to be rei:fied by using such terms as 'inhabit' and 'use', and by 
interpreting these terms instrumentally. However, inhabiting a place can be interpreted 
dynamically; one always shapes and changes - and is shaped and changed by - where one 
lives, even if only in small ways. Additionally, to 'use' something suggests human agency; 
to deny such possibilities is too pessimistic. The active and optimistic interpretations of 
these terms are assumed in this thesis. 
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effort or thought about appropriate or acceptable actions, forms of interactions, and 
props. Gee discusses these differences in membership in terms of primary and 
secondary Discourses, and acquisition and learning. Both pairs of concepts are 
discussed below (section 3.4d). 
Additionally, Gee (1993b, p. 344) proposes that it is possible to be a member of 
conflicting Discourses, even when such memberships may appear contradictory. 
People can be members of many, even conflicting Discourses, can give 
relatively pure or mixed performances within their Discourses in different 
contexts, can borrow from one another, can confuse them, can give them 
up, actively resist them, or take overt pride in them. 
What may seem paradoxical at first is actually usefully enabling for the present study. 
Gee, unlike other sociolinguists' treatment of individuals that assigns a singular and 
fixed identity to their research subjects39, enables the exploration of multiple social 
identities and subjectivities. Moreover, he usefully maintains these identities and 
subjectivities in relationship with the social practices, language uses, and social 
institutions that promote and constrain them. This assists with interpr~ting what often 
appears to be contradictory memberships in Discourses enacted in adolescents' lives; 
such as between displays of concurrent membership in academic and streetcorner 
Discourses (cf., McLaren 1993, pp. 85-100, 173). 
Social identities are also constituted in relationship with sub-Discourses. These sub-
Discourses bear identifiable family resemblances to their 'parent' or 'model' 
Discourse(s). 'Model' Discourse is used in the sense ofGee's 'cultural models'. He 
uses these 'models' to explain how things 'are generally thought to be' by various sets 
of social groups ( cf, Gee 1996, p. 17). These models are usually generalised ideas and 
concepts, and rarely describe something that is actually enacted or made material. For 
example, 'being a student' is both a concept and a practice. Thus, there are many ways 
ofbeing a student (e.g., private school student, state school student, problem student, 
39 See, for example: Fairclough's analysis of interviewee data, 1995, pp. 167-182. 
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etc.) that are socially recognisable, overlapping, and characterised by certain sets of 
practices, props, language uses, and meanings. Distinguishing between a parent 
Discourse- often institutionally defined40 - and its implicated sub-Discourses enables 
complex analysis and interpretation that suit my purposes in the present study. 
The concept of'sub-Discourses' is by no means unique to Gee, which suggests that 
others have also found this categorical distinction useful41 . Moreover, Gee appears to 
draw an interpretive line at one level of sub-Discourse; there are no sub-sub-
Discourses in his writings. This effectively heads off accusations of endless - and 
useless- reductionism42, and Gee's restraint will be maintained in the present study. 
This is not to say, however, that the analytic usefulness of sub-Discourse categories 
will not be scrutinised in the course of Chapter 5. 
Intermeshed with matters of social identity and subjectivity are matters of sense or 
meaning. All meaning and meaning-making, for Gee, occurs within or among 
Discourses; indeed, it is impossible, according to Gee, to ever make meaning outside 
of a Discourse (cf, Wittgenstein 1958, pp. 167-85). That is, Discourses are 
constituted by particular and shared sets of values, beliefs, expectations, ways of 
speaking, and practices. Every Discourse thus provides a standpoint or position from 
which to put forward certain concepts, viewpoints and values at the expense of others 
(Gee 1992b, p. Ill). To be regarded as afull member or an 'insider', one must be 
seen to hold and act unquestioning upon these values, beliefs, perspectives, ways of 
speaking and thinking, and so forth, and be recognised as doing so43 . 
40 
41 
42 
43 
Keeping in mind that institutions are socially, historically, and politically constituted (and 
constituting). 
See, for example: Kress 1985, p. 7; Fairclough 1995, p. 12-3; Foucault 1972, p. 26. 
An alternative interpretation of endless subdivisions is offered by McNeill and Freiberger 
(1993, pp. 82-1 00). They suggest that nested and dynamically interrelated layers of sub-
categories open up the complexities oflanguage and everyday life for detailed examination. 
Of course, some Discourses, such as those aligned with feminism or literary criticism, for 
example, value debate and critique in relation to certain other Discourses. Nevertheless, 
members need to be seen to value and engage in such practices. Voicing internal criticism, 
as evinced by the recent feminist debates here in Australia, marks one as no longer a full 
member of a particular Discourse. 
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This is not to say that one must always be either 'in' or 'not in' a Discourse; there are 
degrees of flexibility available to individuals and groups. Indeed, this is how 
Discourses are negotiated and changed over time. However, such degrees of flexibility 
are still subject to the norms and values of the Discourse and its members. This is 
discussed below (see section 3.4e). 
A Discourse can never be neutral, and members will always value or privilege 
particular meanings over others. Indeed, within networks of social groups some 
Discourses are accorded more power - and hence, access to social goods and services 
- for their members, than others. Such power accrues historically, socially, and 
politically. For example, white, middle class, eurocentric Discourses have long 
dominated education in Australia, to the detriment of other Discourses, especially 
Aboriginal Discourses (cf, Walton 1993). The 1956 Social Studies syllabus for New 
South Wales, for example, repeatedly listed Aboriginal studies between flora and 
fauna studies. This effectively dehumanised all Aborigines, and rendered many of them 
seemingly powerless in the mainstream Discourse that produced this syllabus. In such 
ways, Aborigines studying in schools during the 1950s and 1960s were - and still are -
given little opportunity to access social goods and services in mainstream Australia. 
Indeed, far from being neutral, Discourses are always ideological (cf, Gee 1996, p. 
132; see also, McLaren 1989, pp. 110-154). Ideology, as Gee acknowledges, is a 
highly contested term44. Given that I have chosen to work so closely with Gee's 
theory of discourses, it serves me well to take up Gee's definition of ideology within 
the present study. Gee (1992a, p. 12) articulates ideology as 'a social theory which 
involves generalizations (beliefs, claims) about the way(s) in which goods [and 
services] are distributed in society'. 'Goods' in Gee's sense pertain to anything that 
is deemed socially beneficial to have, experience, and/or lay legitimate claim to. 
Society, then, is construed as 'any and all groupings of people who share beliefs about 
what counts as "goods" ' (Gee 1996, p. 21). 
44 See: Gee 1992a, p. 12, 1996, p. 21; also: Lemke 1995a, p. 1 0; Kress 1985, p. 7. 
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Furthermore, most Discourses - especially powerful ones - are resistant to 
fundamental internal criticism and self-scrutiny that threaten its worldviews and 
values. Indeed, as mentioned above, any viewpoints that seriously undermine a 
Discourse necessarily define one as an outsider (Gee 1991b, p. 4). Another way of 
looking at this critique-resistant characteristic of Discourses is provided by Kress 
(1988, p. 82), who emphasises the invisibility of a Discourse for those inhabiting and 
shaping it. Only those who 'step outside' a Discourse by using another Discourse-
or even sub-Discourse in some cases - as a vantage point are able to critique the first 
Discourse; however, this automatically means that one is no longer a full member of 
the first Discourse (cf, footnote 43 above). Thus, the ideological nature ofDiscourses 
and their socially constituted meaning systems exclude outsider viewpoints because 
'the Discourse itself defines what counts as acceptable [and unacceptable] criticism' 
(Gee 1991b, p. 4; see also 1992b, p. 112). 
Objects, practices, social institutions, and so forth, as with social identities, can be 
accorded a range of interpretations, or in Gee's terms, be 'multiply coded' (1993c, p. 
343). That is, the same practices, objects, people, and settings- and the terms used 
to define them - can be associated with many different Discourses but may mean 
different things within these Discourses. This is where a theory of' .discourse' becomes 
significant (ibid., p. 344). 
3.4c discourses and language games 
To reiterate, Gee refers to .discourses as the 'language bits' ofDiscourses (1992/3, p. 
13). This short-hand definition signals a symbiotic relationship between language use 
and forms oflife. Wittgenstein theorises this relationship in terms oflanguage games. 
He uses this notion to 'bring into prominence the fact that the speaking oflanguage 
is part of an activity, or a form of life' (1953, P23; original emphasis). For 
Wittgenstein, language is not a fixed, autonomous system of denotative labels (1958, 
pp. 16-22), but is a series of socially negotiated and conventional ways of conveying 
particular and agreed-upon meanings designed to achieve particular social purposes. 
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This is a key to understanding Gee's conception of .discourse and its relationship with 
Discourse. It also comprises much ofthe definition of'language use' employed in the 
present study. 
In addition, Kress also proffers useful insights into the relationship between .discourses 
and their co-constitutive sets of social practice and institutions. For Kress (I 985, p. 
7), these relations are systematic and potentially enabling or disabling: 
A discourse provides a set of possible statements about a given area, and 
organises and gives structure to the manner in which a particular topic, 
object, process is to be talked about. In that it provides description, rules, 
permissions and prohibitions of social and individual action. 
Kress' description of discourse is consonant with Gee's shorthand definition, and 
emphasises the normative and normalised role discourse plays in forms of life . 
.discourses are also indissolubly interrelated with social identities. Although Kress talks 
about 'subject positions' and 'speakers' in relation to discourses, he sees them 
primarily as 'established through the operation of discourses in texts' (1985, p. 37). 
Gee, on the other hand, links language use explicitly with displays of status and/or 
solidarity (Gee 1996, p. 91). Accordingly, investigating language practices necessarily 
involves, among other things, analysing patterns of language use, forms of life, 
memberships in social groups and institutions, and the historical construction of all 
these. It also generates possibilities for a far more complex rendering of the 
relationships among individuals, social groups, and institutions than Kress offers, and 
is best explained by way of Gee's distinction between primary and secondary 
Discourses. 
3.4d Primary and secondary Discourses 
For Gee (1991a, p. 7), a person is born or initially socialised into her primary 
Discourse. This birth-right comprises 
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our socio-culturally determined way of using our native language in face-
to-face communication with intimates (intimates are people with whom 
we share a great deal of knowledge because of a great deal of contact and 
similar experiences). 
Primary Discourses enculturate new members into being a member of a particular 
family or family grouping within a particular sociocultural setting. This cultural 
apprenticeship provides and shapes new members' ways of speaking, habitual ways 
of acting, views, values, beliefs, experiences, and their 'first' social identity (Gee 
1991a, p. 7, 1992b, p. 108). There is often very little choice involved in becoming a 
member of a particular primary Discourse. Indeed, according to Gee, primary 
Discourses 'form our initial taken-for-granted understandings of who we are and who 
people "like us" are, as well as what sorts of things ("people like us") do, value, and 
believe when we are not "in Public" ' (1996, p. 137). 
Secondary Discourses socialise people and groups within various institutions outside 
each person's immediate family group. Secondary Discourses are therefore more 
'public' than primary Discourses, and require members to act in ways that are strongly 
conventionalised and that are often under surveillance (cf, Foucault 1972, p. 3-20). 
Secondary Discourses require communication with non-intimates, (or with intimates 
who must be treated as non-intimates within the rules of the Discourse; for example, 
interacting with a teacher who is also one's father). These Discourses are 
developed in association with and by having access to and practice with ... 
secondary institutions (such as schools, workplaces, stores, government 
offices, businesses, or churches) (Gee 1991a, p. 8). 
Each secondary institution comprises numerous and varied Discourses that build on -
to different degrees - the (largely acquired) language and social practices of primary 
Discourses. 
The boundary lines among primary and secondary Discourses are diffuse, however, 
and open to constant (re)negotiation and change. Nevertheless, distinguishing between 
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these two categories of Discourse types provides an invaluable means of explaining, 
for example, how it is that some students are able to access - among other things -
success at school more readily than others. A key component in this explanation is 
Gee's distinction between acquisition and learning. 
Gee draws on the language work of Stephen Krashen (e.g., 1982, 1985) and others 
to define acquisition as 'a process of acquiring something subconsciously by exposure 
to models and a process of trial and error, without a process of formal teaching' (Gee 
1991b, p. 5). Acquisition, for Gee, occurs in settings that are meaningful and 
functional, and acquirers are aware or know that they need to acquire particular things 
in order to operate effectively in such settings and to be recognised as belonging to 
a particular social group. First languages and conventional ways ofusing them, for 
example, are acquired in this way. 
'Learning' is more conscious and formal than acquisition. It involves direct and 
explicit teaching (not necessarily by an institutionally recognised teacher). Gee defines 
teaching as a process of' explanation and analysis, that is breaking down the thing to 
be learned into its analytic parts' (Gee 199la, p. 5). Learning is directly tied to 
attaining some degree of'meta-knowledge' about what is being learned. Gee explains 
this by reference to apprentices who learn both the theory and practice of their trade 
from a Master. They also learn particular ways of talking about their tools, materials 
and craft (cf, Lave & Wenger 1991). Furthermore, in Gee's terms, apprentices must 
have meta-knowledge of how to 'do' their craft before they are able to talk about 
what they do and why, and need to display such meta-knowledge before they can be 
considered to have mastered their craft. 
The distinction between acquisition and learning does not stop here for Gee. 
Acquirers perform more effectively than learners. Their knowledge of the practice -
or Discourse- is 'naturalised' and automatic. However, meanings, knowledge, and 
practices acquired by means of a person's primary Discourse are rarely analysed or 
critiqued, and thus remain largely invisible to that person (e.g., being born a Lutheran) 
until membership in one or more secondary Discourses enables different viewpoints. 
86 Chapter 3: Theoretical Framing 
Learners, however, know more about what they have learned than those who have 
acquired it (e.g., compare second language learners with native speakers). 
Learners are forced to examine, analyse, compare, and evaluate whatever it is they are 
learning. For example, walking is an action that is rarely analysed by those who have 
acquired the skills needed for walking. The mechanics, or analytic elements, become 
important, however, if one finds it necessary to learn how to walk, and how to talk 
about walking, after a serious accident or illness. Nevertheless, despite hours of 
analysis and practise, very rarely does walking become as natural seeming or looking 
as it was prior to the accident. Meta-knowledge of walking, in these cases, helps 
unlock possibilities for masterly performance, but rarely enables expert and/or fluent 
performance. 
Learning and acquisition, despite aforementioned differences, are not mutually 
exclusive processes. Indeed, acquisition generally precedes some form of learning, just 
as guided participation within an apprenticeship generally precedes overt teaching ( cf, 
Gee 1996, p. 139). Full membership in a secondary Discourse, although often assisted 
by acquired knowledge and performance, relies heavily on learning and meta-
knowledge (Gee 1991a, p. 9, 1992b, p. 25; cf, Lave & Wenger 1991). However, the 
contribution of acquired and learned knowledge to mastery of secondary Discourses 
differs from person to person, group to group, and so on. Those who acquire 
knowledge in their primary Discourse that is useful and valued in secondary 
Discourses, will have less to learn in order to master that Discourse than those who 
acquire much less. 
This unevenness is eloquently and graphically portrayed in research work done by 
Shirley Brice Heath (e.g., 1983). Heath's landmark study of three communities- black 
working class, white working class, and white middle class respectively - showed how 
the primary Discourses of the working class communities were not valued (i.e., 
practised) generally within the secondary Discourses of the local school. Indeed, 
children from these working class communities found many school practices 
unfamiliar and alienating. These children were often regarded as academically poor 
Chapter 3: Theoretical Framing 87 
students, despite the rich language, literacy, and numeracy practices evinced in their 
primary Discourses. The primary Discourses of children from the middle class 
community, however, bore a strong family resemblance to many aspects of the 
secondary Discourses of the school. School for these children was a relatively 
seamless - and successful - extension of their home practices. 
Boundaries between primary and secondary Discourses, as already mentioned, are 
unstable and fluid. Gee (1989, p. 15) explains family resemblances among many 
primary and secondary Discourses by means of a filtering process, whereby aspects 
of one Discourse are transferred to, or made to mean differently by, another (Gee 
1989, p. 15). Filtering, in the sense that it is used here, signals the seepage and cross-
fertilisation that characterises the constitution of Discourses in relationship with other 
Discourses. 
Aspects of secondary Discourses, therefore, can be acquired and practised at the same 
time as primary Discourses are being acquired. For example, the kinds of labelling 
rituals that occur in certain types of families (e.g., "What's that?" "A dog") make the 
common practice of labelling items in the Year 1 classroom a recognisable and 
seemingly natural occurrence. This is not the case for all Year 1 children ( cf, Heath 
1983; Walton 1993). Furthermore, it is logical to suggest that the amount of 
secondary Discourses seeping into a person's primary Discourse will have direct 
bearing on their mastery of these secondary Discourses. This is exemplified above by 
Heath, and has important implications for the present study. That is, it provides 
interpretive ground from which to launch investigations of possible gaps and/or 
matches between participants' school and out-of-schoollanguage and social practices, 
and larger social and historical contexts. 
In addition, Gee proposes that membership in secondary Discourses can influence a 
person's primary Discourse in ways that have diverse effects on it and that ' ( re )shape 
it in various ways' (Gee 1996, p. 41). Gee uses this complex interrelationship to help 
explain how Discourses change over time (see also section 3.4e below). This often 
symbiotic relationship between primary and secondary Discourses makes it difficult 
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for a relative stranger or outsider like myself to confidently trace all the seepages and 
cross-fertilisations that coordinate the primary and secondary Discourses of all four 
case study participants. Accordingly, my aim is not to attempt such a task. 
Nevertheless, as indicated above, distinguishing between primary and secondary 
Discourses enables more complex interpretations of students' language and social 
practices in school and out-of-school. Therefore, I employ the concepts of primary 
and secondary Discourses - albeit provisionally - as useful interpretive devices in 
chapter 5 (Part A). 
Finally, and despite filtering effects and often strong family resemblances, secondary 
and primary Discourses never match exactly. The degree of similarity or difference 
between them directly affects the amount of tension or conflict that will be 
experienced in moving between primary and secondary Discourses. Generally, the 
closer the match between the two, the less conflict or tension will be encountered. The 
inverse also applies. 
This also has direct bearing on the present study. I propose that examining aspects of 
the four participating students' primary Discourses (as far as they can be confidently 
identified) and their memberships in secondary Discourses - including education and 
other institutions - will help me to interpret their everyday language and social 
practices. Accordingly, I am also reminded to look for aspects of primary Discourses 
that may not be valued currently within schools, but may be valued beyond school45 . 
3.4e D/discourses, social groups, and social institutions 
Discussion of primary and secondary Discourses is incomplete without reference to 
social institutions and social groups. For Gee, 'Discourses are always embedded in a 
medley of social institutions' (1992b, p. 108). However, this relationship is complex 
and differs, for example, from Kress' proposition that each institution has only one 
45 These aspects include, for example: ray tracing with computer-generated graphics, artistic 
or playful uses of language, entrepreneurial acumen, the ability to construct a logical and 
persuasive oral argument, and so forth. 
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discourse ( cf, Kress 1985, p. 6-7). Social institutions, such as families, schools, 
workplaces, stores, government offices, businesses, sports clubs, churches, welfare 
groups, and religious orders to name only a few, are normalising social structures in 
most techno-industrial countries. Each social institution is characterised by a particular 
-but not necessarily immutable- configuration of Discourses (and sub-Discourses). 
These configurations, in Gee's terms, are brought about by 'coordinations' (Gee 
1997), whereby the constituent elements of Discourses (e.g., people, places, objects, 
and ways of thinking, speaking, acting, etc.) are constituted and synchronised by 
history, conventions, and other social forces (Gee 1996, p. 183). Such traditions and 
conventions shape and delimit what can and cannot be said - and by extension, what 
can and cannot be done - while remaining open to degrees of revision and change in 
the present (Gee 1992b, p. 109). 
This renders each institution recognisable or distinct from other institutions (Gee 
1992b, p. 109; also Foucault 1972, p. 6-7). Thus, institutions are to various degrees 
products of Discourses that have become institutionalised over time. Moreover, Gee's 
notion of coordination adds an explicitly dynamic dimension to relational terms such 
as 'co-constitutive' and 'mutually constituting' that suits my quest for maintaining as 
much as possible the complexities pertaining to the four study participants' everyday 
lives. 
Social groups may lie wholly within an institution, or may intersect with any number 
of recognised institutions or other social spaces (e.g., rave parties, email-based 
discussion lists, etc.). Thus, social groups, like social institutions, are coordinated by -
and coordinate- the Discourses to which they lay claim (or that lay claim to them). 
As previously signalled, Discourses are not static and immutable. However, 
performances that shift the history of a Discourse (and its affiliated social groups and 
institutions) must be similar to earlier, conventionalised performances in order to be 
socially sanctioned and acceptable within the Discourse. Yet, each of these new 
performances 'has the capacity to be just "new" enough to change what counts as a 
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recognizable performance in the future' (Gee 1992b, p. 109). Thus, institutions and 
their secondary Discourses are simultaneously complex, conventionalised, and 
changing. 
This brief account of social institutions will assist with examining institutional 
coordinations within the everyday lives of the four adolescents' participating in the 
present study. This analytic opportunity extends to the Queensland English syllabus, 
which can be examined against the background of its institutional and discursive 
constitution. I propose that interpretive work such as this will bring to light some of 
the ways in which these adolescents' language uses shape and are shaped by local and 
more wide-reaching social coordinations. 
3.4f Relationships among D/discourses 
To reiterate, Discourses are normative. That is, characteristic ways of speaking, 
acting, valuing and interacting are rewarded, ignored, or censured by members, who, 
in turn, hold true to the values and conventions of the Discourse. In addition, 
Discourses - like social institutions - extend beyond the lives of their members and are 
defined in part by their relationships with other Discourses. As Gee (1993c, p. 3) 
evocatively explains, 
Discourses jostle up against each other, fight and conspire together, 
influence and change each other; they make us, and we make them -
though they have usually started before we got on the scene and continue 
long after we have left. 
Foil owing careful and wide reading of his work, I am convinced it is not Gee's 
intention to suggest that Discourses have a life of their own entirely separate from 
their members as some have suggested (e.g., Barton 1994, p. 57) and the preceding 
quote would appear to indicate. Instead, close reading of Gee's work from 1989 to 
1996 suggests that the issue here is really one of stylistics: Gee strives to use 
maximally accessible language to explain sophisticated concepts and ideas. 
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Throughout his published work, Gee eloquently describes the ebb and flow of forms 
of life that are constituted by groups and networks of individuals, but that also extend 
beyond them. This characteristic of Discourses is embodied in, for example, the 
jostling and jockeying between feminist Discourses and patriarchal Discourses in 
certain societies at present (cf, Haraway 1991; Smith 1990). These Discourses are 
both larger than and extend beyond the sum of their members and their sub-
Discourses respectively. They both coalesce in particular texts, and ways of speaking, 
acting, and thinking that are socially recognised as 'belonging' to one or the other of 
these two Discourses (rarely both). Discourses are subject to shifts and variations on 
a moment-by-moment basis due to the fluidity of members' identities and the pull of 
historical and social moments. Indeed, it would be inappropriate and misleading to 
suggest that Discourses operate independently of each other, and that absolute or tidy 
boundary lines can be drawn around each of them. 
The collocations of identities, practices, and props that characterise, say, feminist and 
patriarchal Discourses are not random, and do not occur in social and historical vacua 
(cf, Haraway 1991, pp. 183-202). Accordingly, it seems likely that Discourses can 
be identified by interpreting and cataloguing patterns (or coordinations) of observable 
social practices, identities, props, values, beliefs, conventions, words, ways of 
speaking and thinking, and so on, occurring over time. 'Observable' in this sense is 
broadened to include those things people say they value and believe, cross-examined 
in light of the ways in which they act and speak. 
Of course, I have made a conscious decision to employ Gee's theory ofD/discourses 
as one possible way of reading the everyday lives of my four case study participants. 
Thus, it may be that I will be disposed to 'see' D/discourses by reading the gathered 
evidence in those terms. This is a risk in any research that attempts to translate a 
theory into practice. Nevertheless, I believe there is important and useful work to be 
done here, and the proof of the effectiveness of Gee's theory does not stand or fall on 
whether D/discourses can or cannot be identified. Rather, its effectiveness lies in how 
useful such work turns out to be. 
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In relation to the present study, Gee's conception of D/discourse can be used to 
interpret and theorise socially recognisable patterns of language use and social 
practice in the lives of the four adolescents under study. The values, beliefs, and 
practices constituting the new Queensland English syllabus can be interpreted in 
similar ways, as can the Discourses operating to constrain or give power to teachers 
and parents. This also requires an analytic approach that makes at least some 
significant aspects of these patterns of language use and social practice visible to the 
researcher (cf, Santa Barbara Classroom Discourse Group 1994). Just such an 
approach is discussed in a following section (see section 3.5). 
The preceding discussion is in no way claimed to be an exhaustive account of Gee's 
theory ofD/discourses. Instead I have elected to focus on key elements of this theory 
that pertain directly to my research endeavour. These key features are summarised 
below. 
3.4g A summary of Gee's D/discourse theory 
In summary, D/discourses are inherently ideological. That is, they comprise sets of 
values, beliefs, viewpoints, practices, and include particular and conventionalised ways 
of speaking, thinking, acting and dressing (Gee 1992b, p. 111). Discourses can be 
primary or secondary, and extend beyond the sum of their members and associated 
social groups and sub-Discourses to include the social spaces in which interactions 
and their concomitant forms of life are enacted within a range of settings. 
Some Discourses, particularly primary Discourses, are largely acquired and as such 
are performed fluently and often automatically. Membership in secondary Discourses, 
however, generally relies heavily on learning in ways that obtain meta-knowledge of 
what it means to be a member of this Discourse. In addition, some primary Discourses 
are closely aligned with socially valued secondary Discourses and social institutions 
outside the family. This enables opportunities for acquiring and/or learning and 
practising aspects of these secondary Discourses while acquiring one's primary 
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Discourse. This is always an advantage. Some primary Discourses bear little or no 
alignment with socially valued secondary Discourses. This is always a disadvantage. 
Discourses, as amalgams of social networks, practices, and so forth, have an internally 
normative function in that they act to constrain and sanction members' identities and 
discourses. To be regarded as a full member of a social group, one must master- to 
an acceptable degree - the Discourses constituting that group, and be recognised by 
the group as having mastered them appropriately. Such acceptance signifies 
endorsement of the sociohistorical traditions and conventions of these Discourses 
which are resistant to fundamental internal critique. This includes Discourses that 
value critique; such critique will always be within certain bounds in order to be 
regarded as acceptable. However, criticising or questioning the fundamental practices, 
values, and beliefs of a Discourse immediately defines a person as not a full member 
of this Discourse, although she might still be 'accepted' within the social group as a 
partial or peripheral member. Membership in a Discourse is never clear-cut or 
absolute, but is always dynamic and praxical in its enactment. 
Discourses can also be externally normative, since some Discourses are accorded 
more power (i.e., access to social goods and services) in a society than others (cf, 
Kress 1985, p. 7). These more powerful Discourses are defined by their relationships-
oppositional, consonant, complementary, etc. - with other Discourses, and by the 
dynamic effects they have on each other, and on their members, associated social 
groups, and social institutions. 
This abbreviated summation of Gee's theory of D/discourses provides useful 
theoretical constructs from which to interrogate and compare the new Queensland 
English syllabus, institutional expectations, constraints and choices, and the forms of 
life coordinating (and being coordinated by) the everyday lives of the four adolescents 
participating in the present study. Gee's conception ofD/discourse, however, is not-
as already indicated - without its problems. He has been criticised for positing 
deterministic models oflanguage socialisation, and for theoretical and methodological 
inadequacy. These criticisms are examined in the following section. 
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3.4h Some criticisms 
Critics have questioned the sufficiency of Gee's theoretical conception of 
D/discourses and subsequent implications for language education or social action 
suggested by this theory46. Such criticisms variously accuse Gee of: determinism, 
over -emphasising individualism, and overinterpretation. Each of these criticisms is 
engaged with in turn. 
LisaDelpit, for example, considers Gee's conception ofDiscourse a 'dangerous kind 
of determinism' (1993, p. 286; 1995, pp. 153-166) whereby 'people who have not 
been born into dominant Discourses will find it exceedingly difficult, if not impossible, 
to acquire such a Discourse' (1993, p. 286; cf, Cazden 1993). She takes Gee to task 
for suggesting that such people will never be able to perform fluently within powerful 
secondary Discourses. Del pit further criticises Gee's Discourse theory for appearing 
to predestine people to success or failure according to their primary Discourse. She 
reminds Gee that most African-Americans and other marginalised people who have 
become successful - according to mainstream criteria - have acquired a Discourse 
other than the one into which they were born. 
Turning to Gee's own exegesis of Discourses, two points can be made. First, Gee's 
definition of 'fluency' entails incognizant expert performance; this kind of fluency is 
only ever acquired. Learning another Discourse, for Gee, is much more consciously 
analytical and tied intimately to meta-level understanding of the Discourse and its 
coordinating practices, values, and roles or dispositions. However, and this is the 
point Delpit appears to overlook, acquisition and learning are not necessarily mutually 
exclusive; indeed, these processes are often mutually enhancing. The example Gee 
gives is learning to drive a car ( 1992b, p. 113). For Gee, learning initially occurred in 
relation to mastering the instrumentalities of driving and the rules of the road through 
instruction. Thereafter, driving expertise was acquired through experience and 
46 See for example: Barton 1994, p. 226; Bennett 1993; Cazden 1993; Delpit 1993, p. 286, 
1995, pp. 153-166; Lemke 1995a, p. 16. 
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practice (cf, becoming a proficient sailboarder). Thus, it is quite feasible for 
marginalised others to 'acquire' powerful Discourses, but this will usually require 
some learning initially. 
Second, the degree to which these non-primary Discourses are mastered is not solely 
dependent on individual effort as Delpit appears to suggest in her claims that powerful 
Discourses can be successfully taught in schools (1993, p. 268). Such mastery is 
always confounded or enhanced by the degree of best fit between one's primary 
Discourse and the secondary Discourse being mastered. Degrees of distance between 
Discourses are functions of the Discourses themselves, and of the enculturating effects 
of the social groups who lay claim to these Discourses. Learning and acquiring a 
secondary Discourse that is quite different to one's primary Discourse is far more 
complex and fraught with troubles than Delpit appears to want to believe. 
Gee responds to Delpit's criticisms with the observation that 'the entire history of 
Discourses is a history of struggle, contestation, and change' (Gee 1996, p. 137). He 
acknowledges that non-mainstream people often win this struggle and 'for better or 
worse, they become a new mainstream center of social power' (ibid.). He exhorts 
people, especially those who are currently marginalised, to never concede defeat in 
the face of mainstream and powerful Discourses. Indeed, Gee (1996, p. 150) 
champions Discourse analyses that enable people to see 
the multiple ways in which language becomes meaningful only within 
Discourses and how language-within-Discourses is always and 
everywhere value-laden and political, in the broad sense of political where 
it means involving human relationships where power and social goods are 
at stake. 
In addition, Gee emphasises the gate-keeping functions of many patterns of social and 
language practices. Over-simplifying access to powerful Discourses perpetuates 
equality myths in schools and beyond (cf, Graff 1987). 
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Jay Lemke (1995a, p. 16) locates Gee's work at the intersection of cultural 
anthropology and cognitive psychology and agrees with Gee's distinction between 
discourse and Discourse. However, Lemke criticises Gee for explaining Discourses 
in terms of'identity kits' (see, for example, earlier work in: Gee 1990, p. 142, 1991a, 
p. 1). Lemke interprets this construct as tying D/discourses to roles played by 
individuals, 'rather than to activities and systems of social practices involving many 
participants' (1995a, p. 16). 
For Lemke, failure to account for systems of social practice emphasises the individual 
and employs a mentalist interpretive framework that overlooks the ways in which the 
'mind' is 'brought into being through the discourses and practices of a community' 
(ibid.). However, Gee's later work, particularly Social Mind (1992b), clearly locates 
the individual (and her mind) within complex networks of social and experiential 
associations and constitutive relations (or coordinations). 
To use Gee's identity kit metaphor as the primary basis for critiquing his entire 
D/discourse theory is to tread shaky ground. Indeed, Gee's latest instantiations of 
D/discourses are couched more in terms of coordinations than identity kits. That is, 
Discourse elements such as 'people - ways of thinking, feeling, valuing, acting, 
interacting, dressing, gesturing, moving, and being - places, activities, institutions, 
objects, tools, language, and other symbols' coordinate and are coordinated by (i.e., 
become synchronised with) other elements within (and outside) the Discourse (1997, 
p. xiii). In Gee's terms, '(w)ithin such coordinations we humans become recognizable 
to ourselves and to others and recognize ourselves, other people, and things as 
meaningful in distinctive ways' (ibid.; original emphases). Gee's conception of 
coordinations suggests a dynamic social theory - and not a mentalist model - of 
discursive interaction and Discourse constitution. 
That being said, however, a methodological problem remains. That is, how to identify 
and analyse the individual- and the individual's multiple social identities- in ways that 
(i) avoid decontextualising interpretations from social practices, institutions, and 
groups, and (ii) enable the individual to be focused on despite the complex networks 
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ofDiscourse and social group membership that coordinate him or her. These problems 
are raised by Lemke and resonate with Adrian Bennett's (1993) criticisms of Gee's 
methodology. Bennett accuses Gee of failing to demonstrate 'how "language is 
embedded in the larger framework of social relationships and social institutions" ' 
(1993, p. 575, citing Gee 1990, p. 137). In addition, Bennett claims Gee 'tears his 
language samples out of their social contexts, treating them as texts that express or 
reflect the mental worlds of the speakers who produced them' and then proceeds to 
'overinterpret these samples' (1993, p. 575). 
Bennett, for example, criticises Gee's (1990) interpretation of a white middle-class 
girl's enacted story reading for being both decontextualised and overinterpreted. He 
claims that instead of speculating on the young girl's story in terms of an extant 
literary culture (e.g., sympathetic fallacy), Gee's purposes would have been served 
better by asking - and answering - questions such as: 'How did she come to invent this 
story in this way? What were the local circumstances of its production? What has been 
her experience with stories in the past? What functions does the "reading" of the story 
play in her relationships to the people around her? And how do we investigate the 
influence on the little girl's subsequent life that this kind of discourse [sic] will have?' 
(Bennett 1993, p. 575). 
Bennett (ibid., p. 574) summarises these questions in the form of two general 
methodological problems he sees in Gee's approach to D/discourse analysis: 
(i) how to evaluate specific interpretations of meaning, and 
(ii) how to evaluate the role or significance of the discourse [sic] under 
analysis in the lives of the people who produce it. 
Although Bennett's general interpretation of Gee's theory ofD/discourse is grounded 
in limited reading of Gee's work (e.g., Bennett's refusal to engage with Gee's 
conception of 'Discourse', and his promotion of interactional sociolinguistics at the 
expense of social theorising, etc.), his criticisms regarding Gee's interpretive 
methodology hold some water. 
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Gee's design and methods for analysing and interpreting Discourses are, at best, 
sketchy. Interpretive evidence and substantiation - or 'evidentiary knowledge' as 
Thomas Yin (1989, p. 98) labels it- of Discourse interpretations is rarely provided 
explicitly in Gee's papers. His methods for analysing Q.iscourses, however, are far 
more readily identifiable (see especially Gee 1991b, 1993b, 1996, pp. 90-121). 
Interpretive links between Q.iscourses and Discourses thus appear to be forged in 
Gee's wide reading and authorial craft. 
Such methodological invisibility is not unique to Gee47 and is certainly not cause 
enough to dismiss Gee's conception and application ofD/discourse as Bennett has 
done. Gee, himself, is candid about the need for more research work in redressing 
such criticisms, and invites others to add empirically to his theoretical framing ( cf., 
1990, p. 189). The present study aims at contributing to this growing body of work. 
This study, in response to Bennett's first methodological problem of how to evaluate 
specific interpretations of meaning, aims at developing a methodology for 
substantiating48 D/discourse interpretations in explicit relation with collected data and 
the theoretical (i.e, interpretive) framing of the study. This kind of project requires 
research approaches to data collection that facilitate the collection of data about 
language and social practices, and a way of analysing this data that moves fluidly from 
moment-by-moment to larger sociohistorical interpretations of data. 
Addressing Bennett's second methodological problem of evaluating the significance 
of the Discourse in people's lives requires detailed and contextualised analyses of 
individuals' social and language practices over time. Given the time constraints of the 
present study, this kind of work is served best by an ethnographic multiple case study 
research design (see Fetterman 1989, p. 13; Merriam 1988, pp. 22-35). In addition, 
these multiple cases will provide thick data for examining the empirical usefulness of 
47 See Green and Dixon ( 1993) for an illuminating discussion of this phenomenon. 
48 More so than for evaluating Discourses as will become more clear in chapter 5. 
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D/discourse in interpreting, in the present case, the everyday lives and language 
practices offour adolescents49. 
In summary, the present study aims to examine the usefulness of Gee's theory of 
D/discourse in researching the everyday language and social practices of four 
adolescents. Additionally, this study will make original contributions to understanding 
language education in Queensland - and beyond - by examining the goals of the 
Queensland English syllabus in light of classroom practice and the everyday lives of 
four adolescents in school and out-of-school. I also hope to make an original 
contribution to Gee's theory ofD/discourses by developing an analytic method that 
can be used to substantiateD/discourse interpretations in ways that are theoretically 
and methodologically rigorous and trustworthy (see section 3.5 & chapter 4, section 
4.3). 
Accordingly, the remaining sections of this chapter identifY and describe the analytic 
methods I will employ to access D/discourses- as far as I am able- and to substantiate 
my interpretations of patterns of language and social practice that are necessarily 
involved in such work (Gee 1992b, p. 107). These methods are demonstrated in 
chapter 4 (section 4.3 especially), and are evaluated in chapter 6 (section 6.1). 
3.5 THE THEORETICAL FRAMING OF MY APPROACH TO DATA 
ANALYSIS 
Any study of discourse requires units of analysis (Schiffiin 1994, p. 13-19). Within 
sociolinguistics and ethnographic approaches to research, units of analysis constitute 
interpretive tools that are used to construct patterns of phenomena within research 
data (e.g., the ways in which interpersonal relationships are/are not established, how 
49 From the original pool of 36 students who were interviewed during the pilot study (see 
chapter 2, section 2.6), four cases seemed to provide maximum differences along lines of 
gender, socioeconomic status, religious beliefs, social practices, and so forth. In addition, 
these four cases were deemed to be manageable given the time and resources available for 
this study (see also: chapter 4, section 4.2a). 
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certain ways of speaking come to be promoted in a classroom, etc.). In most discourse 
research, these units are more or less theoretically defined and preordained 
methodologically. For example, within speech act theory, units of investigation and 
interpretation include: performatives, and locutionary, illocutionary and perlocutionary 
acts (see, for example, Austin 1962; Searle 1969, 1971). In the Birmingham approach 
to conversation analysis, analytic units include: transaction, exchange, move and act 
(see, for example, Sinclair & Coulthard 1975). In ethnography of communication 
studies, the units of analysis include: speech situations, speech events, and speech acts 
(see, for example, Hymes 1972c, 1974). 
These various units of analysis are used to investigate particular aspects of social 
interaction, and therefore are contingent largely on the initial research problem area 
and question, theoretical framing, and methodology of a study (Green & Meyer 1991, 
pp. 142-3; Hatch 1991, p. 1)50. In the present case, I require a way of analysing data 
that enables me to identify and trace patterns of language and social practice that 
appear to be ways of 'displaying (through words, actions, values, and beliefs) 
membership in a particular group or social network (people who associate with each 
other around a common set of interests, goals, and activities' (Gee 1992b, p. 107; 
original emphasis). 
As already indicated, Judith Green and her associates's techniques of mapping events 
and patterns of language use provides me with a analytic approach that has a strong 
track record in the :field51. Event mapping has evolved from a theoretical framing that 
is explicitly interested in discourse and action. However, before examining event 
mapping in more detail and the way in which it can be employed coherently within the 
50 
51 
Interestingly, units of analysis within case study are often identified in terms of the 'unit 
being studied' (cf., Yin 1989, p. 31; emphasis added). In my opinion, however, this use 
of 'units' pertains more to matters of research design than to data analysis. The research 
design for the present study is presented in detail in chapter 4. 
See, for example, among many others: Bleicher 1993; Bloome 1989; Bloome & Egan-
Robertson 1993; Bloome & Theodorou 1988; Green & Meyer 1991; Green & Wallat 
1981; Green, Weade, & Graham 1988; Kantor, Green, Bradley, & Lin 1992; Lin 1993; 
Putney 1996; Santa Barbara Classroom Discourse Group 1992, 1994, 1995, 1996. 
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present research study, it is useful to discuss 'events' as units of analysis within 
sociolinguistics and ethnography. This helps to explain and justify my decision to use 
Green and her associates' analytical approach, and not some other. 
3.5a Sociolinguistics, ethnography, and 'events' as units of 
analysis 
Conceptions of 'events' are key - and often pnmary - units of analysis in 
sociolinguistic research employing ethnographic methods and tools; hence my focus 
on events as an analytic tool. However, a review of recent sociolinguistic literature 
shows a promiscuous use of' event' as an analytic unit, with minimal explanation of 
how it is defined, how it is used, and how one event is distinguished from another. 
Events, within sociolinguistics, are described and employed primarily in connection 
with analysing speech. For example, Hymes used the term 'speech event' to delineate 
'activities, or aspects of activities, that are directly governed by rules or norms for the 
use of speech' (1972, p. 52). Although Hymes mentions 'activities' in his definition 
of speech events, coupling speech and events in relation to rules and norms of 
language use narrows his focus by emphasising face-to-face interaction (Figueroa 
1994, p. 50). John Gumperz (1972, p. 18) also identifies limitations in using 'speech 
event' as an analytic unit: 
Although speech event analysis has in large part focused on bounded, 
readily isolable sequences, where the form of what is said and done is 
relatively narrowly constrained, it is clear that not all interaction is 
analyzable into such discrete and ritualized units. 
Gumperz acknowledges the restrictions inherent in focusing on the form (i.e., rules 
or norms) of what is said and done, rather than on the substance of interactions, and 
in drawing the boundaries too rigidly around an event. Nevertheless, I am convinced 
that it is necessary to impose some sort of order on data for analytic purposes, 
although - as Gumperz advises - it is equally necessary to acknowledge that there will 
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always be elements of ambiguity in attempting to label and draw boundaries between 
events. Indeed, Judith Green and Cynthia Wallat (1981) describe the process of 
identifying events as heuristic, and open to multiple interpretations. 
Gumperz' criticism of speech events is indirectly echoed by Norman Fairclough who 
uses 'discursive event' in his work to describe a phenomenon that is 'simultaneously 
a piece of text, an instance of discursive practice, and an instance of social practice' 
in a stated effort to locate texts within the social and ideological practices that 
instantiate them (1992b, p. 4, 97). However, as indicated previously, Fairclough's 
approach to analysing discourse is too tidy, with little room for multiple social 
identities or subjectivities, for investigating tensions among Discourse memberships, 
or for multiple coding of events. Accordingly, Fairclough's conception of discursive 
events is not suited to my research purposes. Indeed, conceptions of 'events' within 
sociolinguistics are all too often tied to utterances at the expense of activity (i.e., the 
speaking individual is largely decontextualised from the social). This led me to 
examine more closely ethnographic conceptions of events, and the ways in which 
various researchers analysed everyday action, language, and social practices. 
James Spradley (1980, p. 41), a noted cognitive anthropologist, identifies 'event' as 
an important analytic unit in studying social practices and ways of speaking52. For 
Spradley, an event is 'a set of related activities people carry out' (ibid., p. 78), and 
these sets of related activities constitute patterns of discourses and material actions 
that are socioculturally defined. Thus, action is conceived in terms of participating in 
social interaction and practices (ibid.). 
Working from a sociocognitive framing of ethnography, Barbara Rogoff (1995, p. 
140) endorses this kind of approach to investigating the individual and the social. 
Rogoff claims that using analytic categories such as 'activity' or 'event' in ways that 
attempt to account for the active and dynamic contributions individuals and groups 
52 See also: Bogdan & Biklen 1982; Geertz 1973, 1983; Hoshmand 1989; LeCompte & 
Preissle 1993; Miles & Huberman 1984. 
Chapter 3: Theoretical Framing 103 
make to the event - as well as the historical traditions and transformations that 
coordinate the event - enables the researcher to investigate the individual and the 
social as mutually constituting and coordinating. 
Likewise, Judith Green, and colleagues associated with the Santa Barbara Classroom 
Discourse Group, employ the concept of' event' to identify patterns of language use 
and action across time and contexts53 . Before examining this group's approach to 
analysing data in more detail, however, it is worth summarising the received 
theoretical underpinnings of this approach to investigating everyday language and 
social practices. The following section identifies a number of key concepts employed 
by this group in identifying and further interpreting events, and discusses how these 
concepts can play useful roles in identifying and analysing D/discourses. 
3.5b A brief discussion of the Santa Barbara Classroom 
Discourse Group's approach to research 
(i) A summary review of the literature 
The Santa Barbara Classroom Discourse Group's theoretical framing and research 
program grew out of classroom research and data analysis methods originally 
developed by Judith Green in the 1970s (e.g., Green 1977). These methods 
synthesised key aspects of ethnography of communication and interactional 
sociolinguistics, applying them in innovative ways to investigating classroom contexts. 
A review of the literature written by Green and her associates identifies a number of 
key concepts. These include: culture, social group, participation and meaning-making, 
and membership. Such terms have much in common with other sociocultural 
approaches to language, including aspects of Gee's theory of D/ discourses. 
53 For example: Bleicher 1993; Bloome 1989; Bloome & Egan-Robertson 1993; Green & 
Meyer 1991; Green & Wallat 1981; Green, Weade, & Graham 1988; Kantor, Green, 
Bradley, & Lin 1992; Lin 1993; Putney 1996; Santa Barbara Classroom Discourse Group 
1992, 1994, 1996. 
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Culture is described by Green and her associates in terms of recurring patterns of 
social action and negotiation that are common to a particular group. Being a member 
of a particular culture is explicated in terms of obtaining the knowledge needed to 
participate effectively - and appropriately - in this culture, and the social groups 
coordinated by it. Thus, a situated definition of culture is employed in this approach 
to research and data analysis. In addition, culture and social action appear to be 
indissolubly related. Accordingly, from this perspective, 
social action is viewed as culturally patterned and what members of a 
social group come to know, understand, expect, produce, and do is 
learned from participating in and observing how members participate in 
the everyday events that make up the life of the social group (Green & 
Meyer 1991, p. 143). 
Social groups are defined as affiliations of people that occur over time and are 
organised around patterns of practice that are meaningful for members. In addition, 
participation in these social groups influences - and is influenced by - memberships in 
other groups (Bloome & Egan-Robertson 1993, p. 309). That is, a person's 
membership and participation in social groups develops a set of 'norms and 
expectations for how everyday life is "supposed to be" and about what "counts" as 
appropriate and/or preferred action, knowledge or interactions in those groups' 
(Green & Meyer 1991, pp. 143-144). 
'Participation' is a repeated motif in this body of literature, and is tied explicitly to 
social action and the ways in which people appear to be making sense of interactions 
in particular contexts. For example, a regular focus of the Santa Barbara Classroom 
Discourse Group's research is investigating how 'words and actions come to mean 
in the classroom, and how the words one hears come to reflect [or produce] a world 
of action common to members of that classroom' (Putney 1996, p. 128). For Green 
and her colleagues, meaning is negotiated by way of social interactions on both a 
moment-by-moment basis and within the patterns of interaction that are established 
over time (cf., Floriani 1993, p. 243). Thus, the meaning of an action or interaction 
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is not analysed in terms of content, but rather, in terms of the event's relationships 
with other events, socially negotiated roles, and patterns of practices recognised and 
accepted by the group. As such, meaning is never stable or singular, and language and 
actions are always inherently dialogical (Bloome & Egan-Robertson 1993, p. 309). 
As indicated above, a person's participation within particular groups and contexts is 
shaped and coordinated by her membership in other social groups, and expectations 
as to what 'counts' as being a member in these various groups. Indeed, membership 
in social groups is another key concept in this approach to research at the intersection 
oflanguage and education54. 'Membership' refers to a person's status in relation to 
a social group, whereas 'participation' is more closely aligned with social action. 
The terms of reference for each group are negotiated by members. Thus, according 
to Green and her colleagues, membership in a social group is ascertained by observing 
individual and group participation in events. This becomes especially visible when 
'frame clashes' occur. For example, 'individual members may "breach" a norm, adopt 
an inappropriate role, or communicate in ways that are not clear [i.e., recognisable] 
to others' (Green & Meyer 1991, p. 145). These clashes in frames of references make 
visible the often unspoken expectations, assumptions, values, beliefs, and so forth of 
a group. 
This summary is not intended to be exhaustive or finely detailed 55. Rather, its purpose 
is to set the scene for the following discussion of analysing data in terms of message 
units, interactions, and events, and how these strategies can be made to work 
efficaciously within the framing I have chosen for the present study. 
54 
ss 
See, for example: Bloome 1989, p. 5; Bloome & Egan-Robertson 1993, p. 309; Floriani 
1993, p. 244; Green 1990, p. 109; Green & Meyer 1991, p. 143. 
See, instead, the detailed analyses available in, for example: Bloome 1989; Bloome & 
Egan-Robertson 1993; Green & Meyer 1991; Green & W allat 1981; Lin 1993; Floriani 
1993. 
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(ii) The Santa Barbara Classroom Discourse Group's approaches to data analysis 
One particular strength of Green and her colleagues' approach to analysing language 
use and social practices lies in the possibilities it creates for analysing the social 
construction of individuals. These possibilities are established by means of various 
levels of analysis (Green & W allatt 1981, p. 164). The three levels or degrees of scope 
I am most interested in for my own purposes are: event mapping, interaction units, 
and message units56. These categories are interdependent, and are not demarcated in 
a strict, linear progression from most broad to most focussed. Thus, although I 
present each category separately, using them to analyse data requires a recursive 
process. 
As previously signposted, the Santa Barbara Classroom Discourse Group defines an 
event as a 'bounded activity around a particular topic on a given [school] day (e.g., 
spelling, writing workshop, reading period, math)' (1995, n.p.). Thus, event mapping 
is the graphic 'transcription or representation of an event, a cycle of activity (a series 
ofintertextually tied events), or a segment ofhistory constructed by the actors' (ibid.). 
The Group uses event maps to examine contexts as constructed by participants57. 
They claim that event mapping makes it possible to examine 
a variety of aspects of social life including: what aspects of social life are 
basically stable and which are variable, to compare demands for 
participation within and across days, to identify current events, to identify 
cycles of activity, to locate intertextual relationships among events, and 
to identify patterns of social interaction (ibid.). 
56 
57 
Other analytic categories within this approach include: sequence units, cycles of activity, 
and action units. Although these categories have important fimctions to play in a full-blown 
microanalysis of events, I found that these categories either did not add significant 
information to my interpretations in the present study (e.g., sequence units, cycles of 
activity), or were not suited to my data (e.g., action unit analysis requires video taping, 
although I did include actions within interaction units in my own data analysis by means 
of quick sketches drawn during events). 
See, for example: Bleicher 1993; Green & Meyer 1991; Green & W allat 1981; Green, 
Weade & Graham 1988; Heras 1993; Lin 1993; Putney 1996; Santa Barbara Classroom 
Discourse Group 1996; Yeager, Floriani, & Green 1996; Green & Harker 1988. 
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By examining these aspects of social life, these researchers aim at interpreting the 
dynamics of social groups, participation, membership, and so forth. 
For example, event mapping can be used in, say, a Grade 7 classroom lesson on the 
North American Civil War to trace the ways in which this war is construed in this 
particular classroom, the formation of student-student groups and their relationship 
with the teacher -student group, the construction of authority of text reproduction, and 
the 'negotiation of ignorance' (Bloome 1989, p. 86), insofar as these things are visible 
to the researcher. 
Event maps can be organised in a number of ways, but the researcher generally aims 
at a broad interpretation of events and patterns of interaction. Lichu Lin (1993, p. 
376) provides a useful example of an event map (see Table 3.1). 
Table 3.1 An example of an event map 
Event, Subevent, and Time 
Before school (8:05-8:20) 
Entry 
STAR (8:20-8:35) 
Openings (8:20-8:24) 
Citizenship policy & class rules 
(8:24-8:30) 
Source: Lin (1993, p. 376) 
Actors 
Teacher 
Students 
Teacher 
Teacher 
Teacher 
Actions and Topics 
• Researchers entered the room at 8:05 
• Organizes materials at the front 
·Enter 
• Mentions "sit down wherever you want 
to sit" 
• Schoolbell rings 
· Briefly introduces herself & the class 
"English 7" 
• Explains video cameras & researchers in 
the classroom 
• Passes out STAR booklets to each 
student and explains their functions in 
STAR program (as note taking and idea 
taking) 
· Mentions and compares DARE in 
elementary schools 
• Establishes citizenship policies in class 
• Indicates class rules (written on 
overhead projector) 
etc. 
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Another strength of this approach is that it enables the researcher to trace patterns of 
(and variations in) language and social practices within and across events over time. 
This mapping also serves to organise data for easy reference and cross-examination 
purposes. This facility greatly enhances the trustworthiness of data interpretations ( cf, 
Stenhouse 1985, p. 270; see also chapter 4, section 4.3 for an example). 
Interaction units within and across events also play a significant role in this approach 
to data analysis. Interaction units are defined as a 'series of interpersonally related 
message units that implicate each other' (Bloome & Egan-Robertson 1993, p. 314). 
Examples of interaction units generally include question-answer and question-answer-
evaluation sequences in classrooms (ibid.). There are of course any number of possible 
configurations. As with events, interaction units are identified by means of contextual 
cues, prosodic features of the discourse, and shifts in subject matter or body positions 
(examples of message units are available in Table 3.2 below). 
Message units also play a significant role in analysing what it means to participate in 
a certain social practice, or to be a member of a particular social group. Message units 
have been established on the premise that meaning, as discussed above, is constituted 
by social negotiations within present contexts and by (shared or clashing) histories of 
interactions. A message unit is not necessarily recognisable semantically, but is 
nevertheless socially recognisable as a 'bit of information' (Santa Barbara Classroom 
Discourse Group 1995, n.p.). Accordingly, message units are research constructs and 
are based on a contextual analysis; that is, 'a post hoc description [i.e., interpretation] 
in terms of what has happened previously in the event' (Bloome & Egan-Robertson 
1993, p. 314; see also Green & Wallat 1981, p. 164). Message units, however, are 
always ultimately subject to the researcher's interpretations of meanings being made 
and of contextualisation cues (e.g., the source of the message, the context, its possible 
purposes, relationships with other message units, etc.). 
The kind of information carried by message units is not content-based alone, but 
extends to information for members about the social group, effective participation, the 
context, expectations, and cultural knowledge. Message units do not necessarily occur 
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in chronologically ordered sequences, but rely on webs oflinks to previous, present, 
and future events, patterns of practice, expectations, and so forth. An example of this 
is provided in Table 3 .2. 
Table 3.2 Interaction and message units 
Sequence Interaction units Actors Dialogue in message units/action units 
units 
TM 001 okay 
002 remember 
Establishing Bringing in prior 003 what does this kind of a classroom 
topic knowledge structure 
Recalling definition 004 what kind of a classroom structure 
from prior day 
Seeking a name of the 005 are we working around? 
class type 
Naming the type of St 006 seminar 
class TM 007 a seminar 
Shaping a 008 and what does a seminar depend 
particular upon? 
way of being Framing a condition Sts 009 working in groups 
literate for seminar St 010 us 
TM 011 you, exactly 
012 student input 
013 you are it 
Defining practices of 014 what you have to say about the 
student topic 
Defining practices of 015 you are it 
teachers 016 I'm not lecturing and saying 
017 now all these wonderful people up 
on 
018 you know, elsewhere 
019 have all these things to say about 
this 
Source: Putney (1996, p. 132) 
This example, borrowed from Lean Putney (1996, p. 132), shows one possible way 
of usefully representing patterns of interaction within an event. A final example is 
provided by David Bloome and Ann Egan-Robertson (1993, p. 315). This excerpt is 
from a much longer lesson transcript and demonstrates how specific actions may be 
incorporated into - in this case preliminary - analyses of message units and interactions 
(see Table 3.3) 
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Table 3.3 Mapping message units, interactions, and actions58 
Smdc::nt-student Tcocher<lass l interaction intc:ractions 
I 
u 001 t"mm."l'lrn 002 John 003 v;"~nt to keep your ho: v."heels is your pocket or ~1late'\.'et 
004 (J puts toy in shir:: pocket) 004 (J puts toy in shirt pocke:·· 
oo; (J and R look a: ea.c.~ other) 
\ ~~ 006 t:mmm OOi (T looks around) 008 \\hat is tocby's date 
009 (J says something to 10 
010 December 
011 What's today's date 
012 the d:ly 
013 (J and R :are Wltingl 
014 sx, 1985 
015 Th2rsther= 
016 Sx, The 5th 
017 (R looking atJ) 017 Olay 
018 (J t:lkes out toy and begins to play with ill 018 Ummm 
019 (R pla}'S with toy under desk) 019 There are 2 days set for mastery tests this 
020 Some of you :are ready to finish those books 
021 (Rand] put roys away) 021 You quietly let Mr.s. Cxxx know befote lunch 
022 (J plays with toy in shin pocket) 022 Then t2ke your test thi$ 2ftemoon 
023 (R looks at J) 023 I'm going to give you zll the time you need to finish 
~ 024 And if you don~ get it finished 025 Are rou listening 026 If you get it futished. ~"'U C:li1 t:lke the test next Fricb.y 
027 (R is plaYins "'ith pencil under desk) 027 Some of you nuy "'-ant to take your workbook home 
:] because you were 2b:sent 
028 (R pw pencil in pocket and leans forw:ud •dth hands on 028 For a f~· days you may V."3Jlt to uke your \\'Of'kbook home 
desk) for the day 
Source: Bloome & Egan-Robertson (1993, p. 315) 
I have drawn on the approaches demonstrated in these three examples, among others 
employed by Green and her colleagues, in tracing links among message units and 
interaction units, and in mapping patterns of events and social practices over time in 
my own data (see chapter 4, section 4.3). However, in doing so, I have made a 
number of modifications to the received theoretical concepts of this group in order to 
develop an analytic approach that will hopefully enable me to investigate a range of 
58 Each line of the transcript represents a message unit, and a range of actions are represented 
by stick figures. Interaction units have not been marked on this transcript. 
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D/discourses in the everyday lives of my four case study participants. This is discussed 
in the following section (see also chapter 5). 
(iii) Dldiscourses and event mapping 
If indeed, and I believe they do, Discourses comprise patterns of 'ways of talking, 
acting, valuing, and believing, as well as the spaces and material "props" the group 
uses to carry out its practices' (Gee 1992b, p. 107), then these patterns must surely 
be identifiable and able to be traced in some way. I am convinced that Green's and the 
Santa Barbara Classroom Discourse Group's approach to data analysis, with some 
modifications to its theoretical framing, can be employed for such purposes. 
These modifications involve expanding the notion of membership as promoted by 
Green and the Santa Barbara Classroom Discourse Group to include membership in 
sets of practices, values, beliefs, ways of speaking that extend beyond the immediate 
social group to include membership in a range of Discourses. Discourses are 
conceived as more broadly distributed than the conceptions of culture, social group, 
and membership proposed by the Green and her associates. In addition, framing my 
thesis largely in terms of Gee's theory of D/ discourses secures a wider focus on the 
individual and the social than would be possible using Green and her colleague's 
research approach alone. Indeed, this theoretical framing obtains a critical edge for 
Green and her associates' approach to data analysis that is often underplayed in the 
published work of the Santa Barbara Classroom Discourse Group59. 
Thus, in the present study, membership is not only analysed in terms of observable 
group participation, but also in terms of(conscious and/or unconscious) alignment 
with - and being aligned by - 'words, deeds, values, thoughts, beliefs, things, places, 
and times so as to recognize and get recognized as a person of a certain type' (Gee 
1994a, p. 4; original emphasis). And it is possible to be a person of many different 
types. I propose, therefore, that mapping patterns oflanguage and social practice may 
59 The term 'critical' is used here in terms of critiquing interrelationships among the 
individual and the social, and evaluating opportunities for accessing social goods and 
services that accrue for the individual and her affiliated social and cultural groups. 
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enable me to make certain claims about data pertaining to social group and Discourse 
membership. 
Thus, for my present purposes, I also extend the reach of an event as defined by the 
Santa Barbara Classroom Discourse Group to include possibilities for examining 
patterned or divergent ways of acting, talking, valuing, believing, meaning, dressing, 
gesturing, glancing, body positioning, role taking, and other ways of indicating 
membership in one or more (overlapping) Discourses. Accordingly, I define an event 
as: a set of social practices (including roles and props) and language uses demarcated 
by shifts in activity, time, location, physical presence or absence, and/or language. In 
addition, an event may bear more than one meaning (i.e., can be multiply coded). 
Consequently, interpretations of events need to be carefully cross-examined in order 
to establish the trustworthiness of analyses (see chapter 4, section 4. 5b). 
For example, if in the course of tracing patterns of events in collected data, I identified 
repeated instances of a case study participant playing basketball in particular ways in 
school and out-of-school, wearing a basketball uniform while playing fixtures 
basketball on a Saturday, speaking about basketball and moves within the game in 
particular ways, defending basketball over soccer in a school sport discussion, 
watching basketball on television or playing an electronic version of it on a computer, 
then the sum of these things would suggest to me that the person was, in this case, an 
eager and proficient member of what I would call, say, a basketball Discourse. 
In summary, event mapping (and related analyses of message units and interaction 
units) appears to hold much potential for investigating the complex interrelationship 
of the individual and the social. In addition, I propose that this analytic approach can 
be used to identify patterns of language and social practice that act as signposts for 
memberships in particular groups and Discourses. Although this approach to analysing 
data is not the only analytical approach available to me, I believe that it is the most 
useful for the purposes of the present study. Thus, the force of my claims does not 
only rely on the argument I am constructing at present, but relies equally on the 
interpretive uses to which mapping events and interactions can be put in identifying 
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and interpreting D/discourse memberships and their effects within the everyday lives 
of four adolescents. This agenda is addressed in chapters 5 and 6. 
3.6 CONCLUSION 
There are three key aims underpinning the present study. First, I use this study to 
argue that Gee's theory of D/discourses can be made to do effective 'work' in 
language and education research. That is, Discourse and ,discourse distinctions, and 
their substantive definitions, provide useful interpretations of relationships among 
individuals, groups, language uses, and social practices. These distinctions, I propose, 
can be used effectively as interpretive devices in language research. Thus, my study 
aims to make an original contribution to Gee's theory ofD/discourses by employing 
Green's data mapping techniques to substantiateD/discourse interpretations in ways 
that are theoretically and methodologically trustworthy. 
Second, the study aims to examine and discuss the degree of fit between in-school and 
out-of-school practices and social purposes as enacted by the four participants. Third, 
this study proposes that interpretations afforded by analysing the D/discourses in the 
everyday lives of four adolescents will contribute valuable information and 
understandings for comparing with the language practices and assumptions promoted 
in the new Queensland English syllabus. In addition, the insights afforded from these 
four cases, while not generalisable, will be used to inform suggestions for possible 
ways of enhancing language and literacy pedagogy and teacher education in 
Queensland and beyond. 
The following chapter describes the research design, data collection methods and data 
analysis strategies employed in the present study. Chapter 4 also documents ways of 
judging the communicative validity and trustworthiness of the data interpretations 
presented in chapter 5. 
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CHAPTER 4: RESEARCH DESIGN, 
METHODS, AND TOOLS 
4.0 INTRODUCTION 
This chapter details the design of the present investigation, and describes the methods 
and tools used to collect apt data. Consequently, this chapter documents decisions 
made prior to fieldwork, as well as post facto evaluations of design, methods, and 
tools. The chapter begins with a general discussion of case study approaches to 
research, followed by my reasons for selecting a multiple case study architecture for 
my present research purposes. This architecture is supported further by a rationale for 
choosing an ethnographic approach to multiple case study in the present research 
project. 
Following this, the data collection design, methods, and tools used for collecting 
evidence are presented and evaluated. Issues of reliability and trustworthiness as they 
stand in relation to my investigations and interpretations are then discussed. This 
sequence is deliberate; describing the methods employed in this study form a 
foundation for claims I make with regard to the validity of interpretations presented 
in the following chapter. My aim is present this information inductively rather than 
deductively in order to build a strong rationale for my research design and data 
interpretations overall. 
The penultimate section of this chapter discusses ethical considerations in researching 
four adolescents and the role of the researcher in this investigation. This chapter 
concludes with an exposition of decisions made with respect to data construction and 
selecting reporting emphases. Throughout this chapter, explications and justifications 
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of my study's research and data collection designs are backed by a supporting cast of 
published case study and ethnographic investigations at the nexus of language, 
education, and social practice. 
To recap, one aim of the present project is to investigate relationships among the new 
Queensland English syllabus, classroom practices in and around language and literacy, 
and four adolescents' everyday social and language practices in school and out-of-
school (work begun in chapter 2). Another aim of my study is to evaluate the 
useability of James Gee's conception ofD/discourse (presented in chapter 3), and to 
develop an effective method for exploring interrelationships among Discourses, 
giscourses, social groups, and individuals. That is, to find one way of making complex 
and interconnected analyses of language use and sociocultural practices explicit and 
accountable (cf, Athanases & Heath 1995, p. 266; Bowers & Iwi 1993). The present 
chapter on research and data collection design explains how a productive and 
trustworthy data bank was built for the purpose of meeting these aims. 
4.1 RESEARCH DESIGN: A CASE STUDY APPROACH TO 
D/DISCOURSE RESEARCH 
Combining theory, methodology, and methods into a coherent and logical package is 
a matter of research design. This interrelationship was sketched briefly in chapter 3 
(section 3.2d), and it is not my intention to repeat the discussion ofmethodology in 
which it was set. Instead, the focus of this chapter is on the pragmatic aspects of the 
present study; that is, the strategies used for selecting participants and for gathering 
apt, trustworthy data. The term 'apt' serves as shorthand for describing data that 
enable research questions to be addressed as fully as possible, and that meet the 
criteria of (communicative) validity and trustworthiness. This is discussed more fully 
below (see section 4.4). 
116 Chapter 4: Research design, methods, and tools 
4.1a Rationale for using a case study design 
'Research design' refers to the overall logic of a particular research project. Sharan 
Merriam (1988, p. 6), for example, explains research design in architectural terms that 
illustrate its logistics. 
A research design is similar to an architectural blueprint. It is a plan for 
assembling, organizing, and integrating information (data), and it results 
in a specific end product (research findings). The selection of a particular 
design is determined by how the problem is shaped, by the questions it 
raises, and by the type of end product desired. 
Although a useful initial conception, Merriam's 'blueprint' metaphor inaccurately 
conjures up two-dimensional and predetermined contours for research design. 
Effective research designs signpost the theoretical framing, evidence required, 
methods, and tools needed to complete the project. Hence, the architectural analogy 
works more effectively when research design is likened to three dimensional CAD1 
designs rather than blue-prints. With regard to the present study, earlier chapters set 
in place historical and theoretical terrain that positioned it within a particular problem 
area, located at the intersection oflanguage and education. These earlier chapters also 
indicated the kinds of data required to address the research questions I have posed. 
Collecting data needs to be systematic and also requires a logical and manageable 
'design'. Indeed, the data collection design is integral to a study's overall logic, and 
constitutes the procedural guidelines for collecting information. At least four factors 
influenced my decision to employ an ethnographic multiple case study approach to 
CAD - computer aided design - is both process and product. The acronym encompasses 
both the complex computer software used to produce detailed internal and external 
renderings of structures, and the renderings themselves. In addition, these renderings can 
be readily altered in light of additional information, shifts in goals, and myriad other 
variables. 
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data collection2. First, the pilot study conducted as a preliminary to the present study 
suggested that an ethnographic approach to investigating the everyday lives of 
adolescents would generate the most useful data for present purposes. This would 
enable the collection of more detailed information about students' everyday language 
and social practices than was afforded, for example, by the broad sweep of the survey 
approach employed in the pilot study. 
Second, an ethnographic approach is consonant with the sociocultural orientation of 
the present study, and moves towards addressing the previously identified need for 
detailed ethnographic study ofD/discourses in people's everyday lives (see chapter 
3, section 3.5e. See also Athanases & Heath 1995, p. 266). 
Third, Norman Fairclough (1992a, p. 13) identifies 'the absence of a coherent 
approach to language from the child's perspective' in sociolinguistic theory and 
research. The present study seeks to address this omission in part by examining four 
primary school students' stated and enacted language understandings and uses. 
BronwynDavies (1993, p. xii), in a similar vein, counsels 'Why not ask them?' when 
investigating the everyday lives of research participants. Both Fairclough and Davies 
advocate detailed investigation and analysis of particular - rather than representative 
samples of- young people, and both provide scholarly encouragement for case study 
research at the intersection oflanguage and education. Asking participants, however, 
needs to be coupled with Michael Cole and Sylvia Scribner's (1974, p. 122) advice 
to try and 'differentiate between what people do and what people say they do' when 
interpreting data; claims and actions do not always match. This suggests that detailed 
and cross-examined study of research participants in a range of contexts and situations 
An ethnography and a case study are not necessarily synonymous research endeavours. 
Briefly, ethnography - as a general term - 'refers to a range of possible procedures for 
structuring one's experience of a social situation and transforming that experience into a 
systematic accmmt which renders the social practices of the situation into patterns through 
which social forms are constructed and maintained' (Simon & Dippo, 1986, p. 201 ). Case 
study, by way of contrast, is not necessarily concerned with the culture of a group. Merriam 
(1988, p. 10) draws on Adelman, Jenkins and Kemmis (1983, p. 3) to describe case study 
as focusing on 'an instance drawn from a class'. Both ethnography and case study are 
discussed in more detail below (see section 4.ld). 
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is required in order to strengthen the trustworthiness of collected evidence and my 
theoretically-informed interpretations of it. 
Fourth, the constraints of the present study militate against full-blown ethnographic 
fieldwork. These constraints include official time frames for completing doctoral study 
at my university, and the unavailability of any local long term ethnographic research 
programs into which I could have hooked this stud:f. Nevertheless, as established in 
chapter 3 (section 3.5), the research questions grounding my study are answered best 
by analysing thickly recorded data; that is, data that displays a great deal of 
interconnectivity (cf, Carspecken 1996, pp. 46-48; Stake 1985, p. 278). Thickly 
recorded data, in turn, can be accorded a higher degree of trustworthiness than data 
that cannot be analysed in terms of its relationships to other data, and is best collected 
by ethnographic means (Merriam 1988, p. 23; Geertz 1973, pp. 3-32). Although a full 
ethnography is not possible due to the constraints imposed on the present study, there 
are other research approaches available that capitalise on ethnographic methods. 
Accordingly, a multiple case study design can accommodate ethnographic methods 
of data collection and thus affords scope for the kind of detailed investigations and 
data required to meet my present needs. This design decision is backed by Thomas 
Yin, who observes that 'the distinctive need for case studies arises out of a desire to 
understand complex social phenomena' (Yin 1989, p. 14/. This desire writes the 
subtext ofthe present study. 
A more detailed rationale for employing an ethnographic multiple case design in the 
present study is presented in the next section. 
Compare, for example, among others: the Santa Barbara Classroom Discourse Group's 
ongoing research program. 
The phenomena being investigated in my study are complex indeed, and involve more than 
drawing only on sense perceptions as allowed by conventional conceptions of 
'phenomenon'. I am also interested, for example, in the networks of relations constituting 
a social group and that are not necessarily visible to the eye. Such networks are interpreted 
from patterns of acting, speaking, dressing, gesturing, and so forth. Therefore, in this study, 
phenomena are not only material, but also cultural and social ( cf., Lemke 1995a, p. 8). 
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4.1 b General properties of case studies 
In short, case study is an investigation of a 'specific phenomenon such as a program, 
an event, a person, a process, an institution, or a social group' (Merriam 1988, p. 9). 
Thus, case studies investigate a phenomenon within its 'real-life context' and employ 
multiple sources of evidence in doing so (Yin 1989, p. 21). As such, this approach to 
research can be used to identify and interpret - as far as possible - complex 
relationships among components or participants. Much the same can be said for 
ethnographic studies; however, and as indicated earlier, case study and ethnography 
are not necessarily equivalent approaches. Differences are examined below (see 
section 4.3). 
Before proceeding further, however, it is useful to identify what case studies are not. 
Casework, case method, case history and case records are not synonyms for case 
study, despite some researchers' conflation of these categories (e.g., Stake 1985). 
Briefly, casework denotes programs developed to address maladjustment or 
abnormality. Case method is a teaching strategy whereby patient or client 'cases' are 
presented to students as problem-solving exercises. Case history is concerned mostly 
with contextualising a phenomenon, and involves tracing the history of a person, 
group, institution, or event. Accordingly, a case history may be one element of a case 
study report, or of other types of research designs (for example, policy analysis), but 
is not necessarily a case study on its own. Finally, a case record documents a patient's 
progress or one's dealings with a client. 
In drawing distinctions between case study and other research designs, Merriam 
(I 988, pp. 11-16) identifies three key properties of case study research. Case study 
is, for her, among other things: (i) particularistic, (ii) thickly descriptive, and (iii) 
heuristic. This list comprises a useful starting point for discussing effective case study 
design and application possibilities. 
120 Chapter 4: Research design, methods, and tools 
(i) Particularistic properties 
This property defines the specificity of focus in case studies. The specificity of case 
study is well-suited to practical problems, including 'questions, situations, or puzzling 
occurrences arising from everyday practice' (Merriam 1988, p. 11). Case study 
research aims at understanding a particular case, rather than at understanding a 
general collective. Thus, the particularity of a case study design enables me to 
investigate the match or otherwise between this syllabus and the everyday lives of four 
primary school students. Such investigation will, hopefully, enhance language and 
literacy pedagogy as presently configured in participants' classrooms (and possibly 
other classrooms elsewhere). 
One danger associated with the particularistic properties of case study is designing a 
project with too narrow a focus. For example, within the present study, concentrating 
solely on the interactions occurring within language and literacy lessons would access 
only limited amounts of data with limited interpretive potential. Fortunately, this 
potential limitation can be mitigated by careful preplanning, and by meeting the basic 
requirements of the remaining (constructed) properties within a proposed case study 
design. 
{ii) Thickly descriptive properties 
Here, Merriam invokes Geertz' (1973, p. 10) now-classic trope for the detailed 
descriptions resulting from his cultural anthropological fieldwork. For Merriam, 
thickly descriptive data are used to 'develop conceptual categories or to illustrate, 
support, or challenge theoretical assumptions held prior to the data gathering' (1988, 
p. 28). However, in discussing the descriptive properties of case studies, Merriam 
clearly differentiates description from interpretation, which is to conceive 'description' 
(and interpretation) somewhat naively. 
All descriptions in case studies - indeed, in any research - are products of researcher 
interpretation (cf, Emerson, Fretz & Shaw 1996, pp . .11-12). The difference is not 
one of description and interpretation, as though a researcher can be alternatively 
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studiously naive and analytically interpretive. Rather, the distinction is more a matter 
of degree, ranging across moments of little explicit analysis and theorising through to 
explicit and rigorous analysis and theorising of data. 
Ultimately, effective case studies need to construct rich data bases that enable 
researchers to analyse the complexities of a phenomenon, including its constitutive 
relationships and practices. This well suits my present research purposes. Thick 
(interpreted) descriptions enable me to examine data for patterns of events, or for 
unique or startling events across time and contexts. This kind of' description' enables 
me to revisit and cross-examine my data from a range of interpretive angles, 
promoting ever-finer analyses and interpretations. In addition, a rich data base of 
thickly described data enables me to keep a partial eye on terrain and events at the 
edges - or even beyond the boundaries - of my chosen research foci. Indeed, 
information found here may not pertain to the case initially, but later may prove highly 
significant. For example, technologicalliteracies were not consciously part of my 
original research agenda. However, as data collection progressed, engaging with 
adolescents' uses of technology became unavoidable. Fortunately, the thickness of my 
ongoing data record enabled me to retrace my observations and identify key events 
pertaining to technology that could then be subjected to closer scrutiny and used to 
inform subsequent data collection and interpretation. 
(iii) Heuristic properties 
Effective case studies are heuristic in the sense that they assist researchers and others 
in more fully understanding the phenomenon being investigated. A traditional goal in 
case study is to develop grand theory (Stake 1985, p. 279; Stenhouse 1988, p. 53). 
This conception of case study concentrates researcher attention on constructing - or 
contributing to - a universally applicable theory from a case cast as a representative 
sample of all other such cases. 
Increasingly, however, researchers working with sociocultural theories do not claim 
'typicality' for their case study findings. Instead, such researchers aim for 
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transportable findings and ideas, rather than at attaining a fixed, transcendental truth 
or a limiting kind of relativity. Thus, researchers who aim for transportable research 
findings and so forth recognise that the reader of a case study report brings personal 
experiences and understandings to bear on interpretations and findings (see, for 
example, Merriam 1988; Zeller 1995). 
David Bloome, Dorothy Sheridan and Brian Street (1993, p. 18) neatly capture the 
main difference in approaches when they distinguish between constructing typical 
cases that are intended to be generalised to all cases everywhere, and telling cases that 
are used to investigate theoretical propositions and social relationships through 
specific cases and from a particular theoretical stance. It is the latter - that is, telling 
cases - that I am most interested in at present. 
4.1c Two basic case study designs 
In addition to the three general properties of case studies described above, Robert Yin 
(1989, p. 46) identifies two basic case study design configurations: single case and 
multiple case. Briefly, single case designs are confined to the investigation of a single, 
bounded phenomenon (for example, one event, social group, corporation, at-risk 
learner, etc.). Single case study designs are employed generally to investigate specific 
theoretical claims, to establish rich contexts for examining unique or extreme cases, 
and/or to stake out new research terrain. 
Multiple case5 designs entail investigating more than a single case for comparative or 
cumulative purposes. However, Yin cautions that not just any collection of cases will 
do. He insists that 'every case should serve a specific purpose within the overall scope 
of inquiry' (1989, p. 53), and advises that cases should be selected carefully so that 
findings are replicated across cases (i.e., literal replication), or produce contrary 
results but for predictable reasons (i.e., theoretical replication). However, and 
somewhat differently to Yin's case selection criteria, I propose that multiple case 
Also termed 'cross-case' or 'comparative' case studies. 
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study designs can also be employed effectively in investigating complexity, rather than 
only convergence or divergence, in everyday life. My conception of the possible 
purposes of multiple case studies enables close focus on the diversity and untidy range 
of each participant's language and social practices in various contexts in response to 
my research questions. 
4.1d Styles of case studies 
In addition to the properties and architecture of case studies there are at least three 
imbricated styles of case study6: ethnographic, historical, and evaluative. As previously 
indicated, an ethnographic approach to case study offers most promise for the present 
study. General research texts often equate case study with ethnography, claiming for 
example, 'a case is the number of units - one - studied, whether the unit is a formal 
organization, a psychotic child, or an encounter group ... Because they are 
reconstructions of a single culture, ethnographies are case studies, by definition' 
(LeCompte & Preissle 1993, p. 32; original emphasis). Such conflation, however, is 
misleading in suggesting that identical degrees of specificity are enabled by both 
designs, and that both are motivated by the same kinds of research questions. 
Ethnography is a widely recognised family of research designs in its own right 
(Spradley 1980; Carspecken 1996). The purpose of ethnography, generally speaking, 
is to obtain a 'deep understanding of and an appreciation for a culture', and in coming 
to this understanding, ethnographers 'weave each part of the ornate human tapestry 
together, by observing and analysing the patterns of everyday life' (Fetterman 1989, 
p. 93). Thus, an ethnographic research design is employed generally in producing a 
systematic - but not necessarily exhaustive or neatly explained - account of the cultural 
and social practices of a group of people, and the patterns by which these practices 
Typologies of styles within the case study literature are contentious (cf., contradictions 
among: Stake 1985; Merriam 1988; and Yin 1989 for example). This is terrain for 
additional investigation beyond the present study. For now, however, the typology 
presented here is a useful shortcut through the maze of possibilities. 
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are constructed and maintained (Simon & Dippo 1986, p. 201; Anderson & Irvine 
1993, p. 82). 
Historically, the epistemological and methodological origins of ethnography are 
associated most closely with cultural or symbolic anthropology (Spradley 1980, p. 3). 
In the past three decades, however, ethnography has been increasingly claimed for 
sociolinguistic research purposes (cf, Athanases & Heath 1995, p. 263; Sultana 1995, 
p. 16). Indeed, various communities of scholars have found ethnographic approaches 
to sociolinguistic research invaluable in investigating relationships between language 
use and social practice (see especially chapter 3, sections 3.5a; and footnote 2 in this 
-chapter). 
Case study, by way of differentiation, is more concentrated than ethnography and 
researchers usually have a particular motive for employing this design. For example, 
they may want to evaluate the effectiveness of a behaviour management program, 
document a particular person's practices or predilections (e.g., profile of a mass 
murderer), or troubleshoot an ineffective company. Nevertheless, for many case study 
researchers, documenting the culture and supporting communities of these various 
phenomena are not intrinsic to case study design and reporting. Case study, as a 
distinct research design, is associated historically with social and political science 
arenas (Lutz 1981; Stake 1985). Nevertheless, as already indicated, this is not to 
suggest that case study and ethnography are mutually exclusive designs. Indeed, a 
case study may be employed as one aspect of an ethnographic account, and such 
inclusions lend themselves particularly well to sociolinguistic research7. 
Thus, a case study design may also incorporate ethnographic tools and techniques for 
collecting and interpreting data (Merriam 1988, p. 24). This style of case study 
combines the particularistic, heuristic and thickly descriptive/interpretive properties 
of case study approaches with key aspects of fieldwork and interpretive techniques 
See, for example, the detailed and illuminating treatm~t of: Deena in Michaels (1986), 
Lem in Heath (1983), Robert in Hull & Rose (1994), and Wanda in Cook-Gumperz 
(1993). 
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from ethnographic research designs. Accordingly, analysis in an ethnographic case 
study is a dialectical process of induction and deduction, interpretation and 
reconstruction, coordinated by the study's theoretical framing and research 
question(s). This is discussed after the following brief summary of historical and 
evaluative case study styles. 
Historical case studies draw primarily on historiography techniques (e.g., 
distinguishing between primary and secondary materials, document analysis, etc.). 
Such case studies within education arenas generally report on the development - or 
historical context- of an institution, program, event, or practice (Merriam 1988, p. 
24; Bogdan & Biklen 1982, p. 58). Evaluative case studies are often found in 
education-related domains. The purpose of such studies is to provide information that 
informs judgements and subsequent decision-making about the efficacy or otherwise 
of policy implementation, institutional functioning, or a particular (usually 
interventionist) program (Popham 1988, p. 186; Stenhouse 1985, 1988, p. 50). 
Although boundaries are blurred between all three styles of case study discussed 
above, neither historical or evaluative case study styles maximised access to the kinds 
of data I needed for addressing my research questions. 
Consequently, for my own research purposes, an ethnographic multiple case study 
design was selected for at least four reasons, all of equal magnitude. First, this 
particular research design met the pragmatic constraints of my research study in that 
it did not require extended periods of field observations and immersion. In addition, 
selecting only four cases to investigate generated a manageable project, both in terms 
of data collected and my own capacities to interpret this data. 
Second, a multiple case study design enabled me to collect detailed and productive 
information about four primary school students' everyday social and language 
practices. This information created a database for interrogating, among other things, 
what it might mean to teach students to use language 'for a wide range of personal 
and social purposes' (DEQ 1994a, p. iii). Third, the intensive and particularistic nature 
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of ethnographic case study enabled me to collect data suitable for investigating the 
usefulness or otherwise of conceptions of Discourse and giscourse in understanding 
adolescents' everyday language practices. 
The fourth - and perhaps the most pragmatic - reason arose in relation to the amount 
of time I felt I could ask participants, their families, school class, and others to commit 
to my project. A comprehensive ethnography would require much longer than the two 
weeks per participant that were all I felt I could ask for. The intensiveness of case 
study design significantly compensates for such time restrictions. 
Unfortunately, there is a dearth of literature on ethnographic case study per se, and 
even less available on ethnographic case studies that have broadly sociolinguistic 
agendas. However, interweaving ethnography, case study, and sociolinguistic 
approaches to research spawns a range of useful collection strategies and tools for 
gathering data. Indeed, this coming together of ethnography, case study, and 
sociolinguistics expands the range of reported studies and methodological literature 
that can be drawn on to develop an effective data collection design and to help 
validate decisions. As a result of such design work, the present study also contributes 
to promoting ethnographic multiple case study as a useful design for organising 
investigations into everyday social and language practices. 
The following sections detail the data collection logic, strategies and tools, employed 
in my study. Following this, the remainder of the present chapter addresses validity 
and trustworthiness issues pertaining to the present .study, discusses my role as a 
researcher, and identifies ethical issues arising in the course of my study. The chapter 
concludes with a rationale for the reporting emphases employed in chapter 5. 
4.2 DATA COLLECTION DESIGN 
Data collection is not an ad hoc process in ethnographic multiple case study designs. 
Collecting rich and diverse information that addresses particular research problems 
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and questions requires methodical and theoretically informed selection of methods and 
devices. Although some methods of, and tools for, data collection are transportable 
across different research designs (e.g., interview techniques), their configuration in the 
research design of a particular study is coordinated largely by the study's theoretical 
framing and research questions. Richard Quantz, for example, describes this as a 
mutually supportive and informing relationship, whereby 'method is fully embedded 
in theory and theory is expressed in method' (1992, p. 449). 
The rest of this section reports and evaluates participant selection, time in the field, 
sites, and data collection tools and techniques employed in the present study. 
4.2a Selecting case study participants 
Drawing on the original pool of students surveyed in the pilot study (N = 275; see 
Chapter 2, section 2.6), four Year 7 students aged between 12 and 13 years were 
selected for more detailed study in school and in a range of out-of-school settings. 
This school year level was held constant in order to establish a baseline from which 
to critique English syllabus claims and assumptions. Participant selection criteria were 
designed to maximise differences, and included: performance in the pilot study, 
gender, socioeconomic levels of the school community, family type (e.g., single 
parent, dual parent, patriarchal, presence of siblings), community, religious, school 
type (i.e., State, Catholic, Lutheran), school size, school community, cultural, and 
teacher-rated language competence differences8. 
Selecting a pool of four young adolescents enabled me to admit these differences 
within the boundaries of a manageable study. By attempting to amplify dissimilarities 
among these four young people, I hoped to maximise the range of social and language 
\ 
Ethnicity was originally included as an aspect of the selection criteria, but was discarded 
after reflecting on my lack of cultural knowledge and experiences in cultures other than 
white Australian (e.g., Taiwanese, Chinese mainland, Maori, etc.). Unfortunately, there is 
a dearth of literature on these cultures and schoolchildren in Australia that is relevant to 
my study. There is room here for future collaborative work with researchers from cultural 
backgrounds different to mine. 
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practices observed in the course of my fieldwork. Deliberate selection of my case 
study participants would cause positivist researchers to question the external validity 
of my data collection design. Their criticisms, however, would bite only if my purpose 
was to investigate and generalise from four typical cases. This was not so, as already 
indicated. My intention was to examine four diverse and telling cases in order to 
access a range of participants' social practices and language uses for comparing with 
particular sets of claims and assumptions underpinning the Queensland English 
syllabus. Although some would still argue that these criteria skewed my research and 
invoked halo effects in my observations (e.g, Yin 1989, p. 65), the benefits accrued 
from gathering detailed and informative data far outweigh such criticisms. 
In addition, I took into account the quality of rapport established with each young 
person during the pilot study when selecting case study participants for this study. The 
importance of a friendly and trusting relationship between a researcher and study 
participants is emphasised throughout the ethnography and case study literature9. 
Indeed, the correlation between strong rapport and collecting apt data cannot be 
underestimated. 
Consequently, the set of four case study participants obtained for the study comprised 
two females and two males, and differed across socioeconomic status, school type, 
classroom type, teacher-rated language competence measures, and family values and 
belief systems. Summary profiles of each participant, appearing in the order they were 
observed, are presented in Table 4.1. 
See, for example, among many others: Carspecken 1996; Coffey 1996; Coffey & Atkinson 
1996; Corsaro 1981;Delamont 1992;Fetterman 1989; Glesne & Peshkin 1992; McLaren 
1993; Merriam 1988; J. Myers 1992; Roman 1992; Stake 1995; Torres 1997; Zeller 
1995. 
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Table 4.1 Case Study Participant Profile 
Nicholas Lay Ia Jacques Hannah 
Sex Male Female Male Female 
Birth dates 24 October 21 July August 1 4 September 
1982 1982 1981 1982 
Family Mother: Mother: Medical Mother. Works Mother: Works 
attributes Business and secretary; at home or at home; actively 
Accounting trained nurse assists with the involved in 
teacher at a Father: Works in family's volunteer work 
private his tiling business; at school 
secondary business actively involved Father: 
school Sibling: Older with Church work Employee of a 
Father: Project brother Father: Works in transport 
manager who his earth-moving company; 
brokers interior business trained chef 
designers for Siblings: An Siblings: Older 
projects older sister and brother and a 
Siblings: Older an older brother younger sister 
brother and two 
older sisters 
Teacher-rated Well above Average Well below Above average 
language average average 
competence 
School Predominantly Middle class Broad Predominantly 
community middle to upper representation of working to 
SES10 middle class classes middle class 
School location Suburban Urban Suburban 'Satellite' city 
School type Lutheran Catholic State State 
Class size 26 students 30 students 28 students 54 students 
Class type Year 7, one male Year 6/7 Year?, one Year?,one 
teacher, single composite, one female teacher, male and one 
room male teacher, single room female teacher, 
single room double room 
Participants, their families, and their teachers and classmates are characterised in more 
detail in chapter 5. 
(i) Evaluating participant selection: I regard my selection of participants as 
successful. All four participants, their families, and their teachers remained interested 
in the study, long after fieldwork officially ceased. I feel justified in claiming warm and 
trusting relationships were established between participants, significant others, and 
10 Socioeconomic status (SES) descriptors are based on observation and discussion with 
officials within each Education system, with teachers, and with case study participants' 
parents. 
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myself. This is underscored by continuing contact with all four families, which 
includes visits, letters, and phone calls. 
4.2b Entering the field 
Field entries play a significant role in ethnographic approaches to case study, yet are 
rarely reported (Fetterman 1989, p. 44; Glesne & Peshkin 1992, p. 43). Initial 
meetings between study participants and the researcher impact directly on how much 
access the researcher may have to a range of settings and the degree to which the 
researcher is able to participate in the everyday lives of participants. This in turn 
affects the thickness of data that can be collected, described, and interpreted. 
I felt it was particularly important to establish a trusting relationship with participants, 
their families and their teachers right from the start of my project, and to enlist their 
co-operation in the research process. This agenda was followed deliberately for at 
least two reasons. First, and foremost, participants, their families and teachers all had 
intimate access to insider knowledge of different social groups and configurations of 
practices. Such knowledge was not necessarily available to me through observations, 
but was important in coming to understand participants' everyday lives. Consequently, 
promoting a collaborative approach to my fieldwork enabled me to access far more 
sites and data than would have otherwise been possible11 . Second, constructing data 
collection as a collaborative process also aimed at blurring the locus of power and 
control in the researcher-researched equation. For me, it was important to establish 
myself as a learner interested in their funds of knowledge and not an expert to whom 
to defer (cf., Delgado-Gaitan 1993, pp. 393ff; Moll1992). 
II For example, I obtained illuminating insights into Hannah's social world when she filled 
an audiotape with interviews of family members and close friends. Intriguingly, her written 
interview schedule bore close resemblance to the kinds of questions I had been asking her 
in our interviews; however, she questioned her interviewees more deeply than I had felt 
able to probe and contributed valuable information to the study. 
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I feel I attained mixed success in achieving goals pertaining to fieldwork collaboration. 
At times, I was privy to important information identified and shared by participants 
and others. Other times, however, my own insider knowledge of the study or my 
status as a PhD student was discomfortingly deferred to by participants and others 
when they shared snippets of information with me12. Consequently, I am convinced 
now that equal collaboration between the researcher and the researched is idealistic 
and fraught with ethical concerns, particularly those pertaining to exploitation. Some 
of these tensions are discussed in later sections (see sections 4.4 and 4.5). 
With regard to the research process itself, I endeavoured to demystify as much of my 
research purpose as possible without jeopardising data collection and interpretive 
possibilities. This, I hoped, would demonstrate that I knew what I was doing, yet 
minimise cueing particular ways of acting, speaking, and so forth. I also wanted to 
reassure participants, their families, teachers and others that my research project was 
well-focused and carefully designed, that my findings would contribute in significant 
ways to language research and teaching, and that ultimately, I would not be 
squandering their time or trust. Participants knew they were welcome to read my 
fieldnotes at any time, and I regularly invited them and significant others to ask about 
the research study. In addition, I continued to invite and respond to questions after I 
had left the field. 
Intrusiveness is both unavoidable and a significant ethical issue in any ethnographic 
case study research (cf, Delamont 1992, p. 67; Glesne & Peshkin 1992, p. 117). 
Familiarisation visits to the four participants, their families, and their teachers were 
designed deliberately as a forum for negotiating the amount and degree of access I 
would have to their daily lives. Times and places were ultimately set by the case study 
participant in collaboration with his or her parents or teacher. Moreover, I 
endeavoured to be alert to the general atmosphere while observing, and at times 
quietly excused myself when I felt that my presence was perhaps creating tension or 
12 For example, "I don't know whether this is what you're after.. .. ", "You'd probably know 
better than I would ... ", or "Perhaps this isn't relevant...", and so forth. 
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interactional trouble. Such decisions respected each participant's rights to privacy, and 
made it possible for me to re-enter the field with a minimum of embarrassment for any 
party. Intrusiveness and other ethical issues are also discussed below (see section 4.5) 
During familiarisation visits I emphasised that each participant, his or her family, 
teacher, and school would be given pseudonyms in order to protect their identities. 
While this is in keeping with research ethics legalities, and a genuine desire to protect 
those who put their trust in me, I also hoped that they would lose some of their self-
consciousness while participating in the research process and let me be privy to more 
'everyday' types of activity and modes of conduct. Interestingly, two of the 
participants asked to keep their real names, and all four turned it into a game, 
inventing (usually horrible) names for family and friends. It is difficult to assess the 
effect of pseudonyms on the quality of data collected; consequently, considerations 
of pseudonyms, although employed, have not been entertained in evaluating evidence. 
Familiarisation visits also orient the researcher's gaze, whereby unfamiliarity with the 
setting and social situation heightens initial observations and lays foundations for 
hunches and themes that later inform data analysis. For example, Nicholas' mother, 
Debra, telephoned and changed the time of our initial meeting because it clashed with 
the telecast of the Australian Rules Football grand final. Watching the final is, in 
Debra's words, a "family ritual" 13 . This alerted me to the importance of sport to this 
family, and I found subsequently that sport played a significant role in Nicholas' 
everyday life (see chapter 5, section 5.1). Thus, for me, data collection in the present 
study began even before my first meeting with each participant's family. 
13 Double quotation marks are used to indicate direct quotes from participants' utterances. 
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4.2c Data collection tools and techniques 
Data collected in the course of a research project comprises the evidence for asserting 
claims about phenomena under study, and sets in place parameters for adjudicating 
these claims. Accordingly, studies employing ethnographic approaches to data 
collection need to be equipped with an array of techniques and tools for gathering 
useful and credible information (LeCompte & Preissle 1993, p. 158). The most 
common of these include: observation, interviewing, researcher-designed tools such 
as questionnaires, physical trace and artifact collection, and document generation such 
as participant journals and fieldnotes. 
For the study reported here, a set of criteria was developed for selecting data 
collection methods and tools. These criteria were both process and outcomes based, 
and included: considerations of method and tool application, aptness, reported 
effectiveness in published studies, ease of recording data collected by these means, 
storage requirements and durability of collected data, methods and ease of analysis, 
possibilities for data cross-examination, and impact on participants. Final arbitration 
was based on whether or not the tool or technique would enable me to access 
information about participants' social purposes for using language (i.e., discourses), 
and about their forms oflife (i.e., Discourses). These criteria, many of which were 
overtly pragmatic in nature, were selected with my research questions in mind. 
Criteria were also selected according to the degree to which they were within the 
reach of my own research expertise and access to resources. In addition, guidelines 
for selecting efficacious data collection tools and methods were also gleaned from 
what I considered to be trustworthy ethnographic, sociolinguistic, and case study 
research reportings14. 
In summary, the components of my data collection design included peripheral 
participant observation of case study participants and others, fieldnotes, journalistic 
notes, case study participant and researcher journals, personal profile questionnaires, 
14 See, for example, the footnoted references throughout this chapter. 
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semi-structured interviews, conversations, and audiotaping. Data were collected by 
means of audiotaping language lessons and general interactions as they arose, by 
archiving written texts produced or collected by research subjects, and by gathering 
or listing written and other language-related artifacts within research sites. Participant 
data were augmented by at least two hour-long interviews with each participant's 
classroom teacher, informal discussions with other teachers in each participant's 
school, and informal conversations with each participant, their parents, and other 
family members. These data collection strategies or tools are discussed in turn later 
in this section. 
The data collection design of the present study also includes site selection and the 
duration of :fieldwork Each participant was observed engaging in a range oflanguage 
practices in and across various school and out-of-school contexts. Data about each 
case study participant were collected intensively over a two week period, comprising 
for each participant at the very least: 8 school days of observation, and 10 hours of 
out-of-school observation. Altogether, this provided me with at least forty hours of 
observational data per case study participant (see Table 4.2). 
This multiplicity of data sources, tools, and methods enabled me gather detailed and 
complex data about my case study participants and their language understandings and 
uses. Specific methods and tools are documented in Table 4.2. 
Table 4.2 Data collection design 
Case study 
participant 
Teacher 
Others 
General out-of-
school 
observation 
• Peripheral 
participant 
observation 
• Fieldnotes 
• Audiotaping 
• Conversations 
General 
classroom 
observation 
• 35-40 hours of 
peripheral 
participant 
observation 
• Fieldnotes 
• Audiotaping 
Interview 
• 3 half-hour 
semi-structured 
interviews 
(audiotaped) 
• 2 one hour 
semi-structured 
interviews 
(audiotaped) 
· .,,,,,,,;;.,':':\0:1 • Informal 
discussion 
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Language lesson 
audiotaping 
• 21anguage 
lessons 
• 21anguage 
lessons 
Language journal I Artifact collection 
and self-selected 
audiota 
• Journal: One 
week duration -
written and/or 
audiotaped 
• Audiotaped self-
selected events 
• By case study 
participant from a 
range of contexts 
• By researcher 
from a range of 
contexts 
• By researcher: 
lesson plans, 
teaching notes, 
I fit i. I ), r .. \.?1 resources, etc. 
• By researcher: 
notes, lists, 
newspapers, 
magazines, books, 
videos, etc. 
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Data were collected over as wide a range of sites and contexts as possible. This was 
done deliberately in order to map the possible range of participants' language and 
social practices for comparing with the language assumptions and suggested content 
constituting the English syllabus. Access to sites was entirely dependent on each case 
study participant's willingness to have me along. For example, on the second day of 
school observations, Hannah asked me not to spend lunchtimes with her; her friends 
found my presence restrictive. This request was respected, although I was deeply 
disappointed at not having the opportunity to observe Hannah and her friends 
practising the elaborate skits and dance routines that filled their lunch hours. 
School sites and contexts for data collection included: 
• lessons conducted by the regular classroom teacher or by specialised others 
(e.g., second language instruction, social issues instruction, religion lessons, 
relieving teachers) 
• lessons held outside the regular classroom (e.g., second language instruction, 
physical education, maths, music, drama) 
• the playground (e.g., basketball courts, sports ovals, tennis courts) 
• assembly areas (e.g., halls, asphalt tracts; for devotions, school announcements, 
school concert rehearsals) 
• Church (e.g., for devotions, mass, graduation ceremony) 
Out-of-school sites and contexts included: 
• home (e.g., watching videos, playing one-on-one basketball, doing homework, 
talking with family members, watching television, playing Nintendo or computer 
games, swimming in the pool) 
• music lessons 
• drama lessons 
• roller-skating 
• basketball fixtures 
• shopping centre (e.g., buying new school shoes) 
• Church and Sunday School 
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Each two week period of observations ran consecutively. This time frame for 
collecting data about each case study participant's language and social practices can 
be justified in three ways. First, long-term intrusiveness of the research process and 
the commitment required of each participant, their family, teacher, and class was 
lessened by an intensive approach. This was a wise decision. All of the participants 
and their families led busy lives, and a long-term study may have seriously jeopardised 
my project. 
Second, the intensive time-frame was designed to maximise participants' motivation 
to cooperate in the research process. This proved successful in that none of the 
participants dropped out of the project, and they continue to contribute to the study 
even though my· official fieldwork has long finished. Third, and to reiterate earlier 
claims, the multiple case study design lends itself to intensive periods of data 
collection which ameliorated to a large extent the institutional constraints imposed on 
this study. 
The following sub-sections detail the specific techniques and tools used to collect data 
for the present study, and outline specific methods of analysing and cross-examining 
data. 
(i) (Peripheral) Participant observation: The researcher is the primary data 
collection instrument in ethnographic approaches to research (Fetterman 1989, p. 41; 
Merriam 1988, p. 19). Consequently, observation has a key role to play in collecting 
data in the field. Participant observation, whereby the researcher takes part in the 
observed context to some extent, enables access to degrees of insider knowledge. 
Accordingly, the quality of observations depends upon, among other things, the 
quality of rapport between researcher and participants, participants' perceptions of the 
purpose and value of the research, the degree to which the researcher actively and 
sensitively becomes involved in participants' daily lives, and the researcher's time-
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line15. Hence, effective participant observation 'combines participation in the lives of 
the people under study with maintenance of a professional distance that allows 
adequate observation and recording of data' (Fetterman 1989, p. 45). 
Within ethnographic approaches to data collection, participant observation ranges 
from complete and anonymous immersion in a social group for an extended period of 
time (which entails serious ethical issues), through to peripheral participant 
observation16. Peripheral participant observation describes the process by which the 
researcher participates only on the edges of case study participants' daily lives, as a 
tolerated outsider (see, for example, Corsaro, 1981). 
The researcher who takes a peripheral stance in collecting observed data is able to 
make conscious decisions regarding degrees of participation. Researchers who 
immerse themselves in the lives of others often find it difficult to achieve the kind of 
professional distance from their data advocated by Fetterman and others, and required 
for trustworthy interpretations (see also, Fine 1993, p. 280). In this study, different 
degrees of participation enabled me to home in on specific pieces of information, or 
to mentally step back from a situation in order to concentrate on social and language 
practices and interactions. 
For example, I attended Sunday School with Nicholas, but did not engage in the 
lessons despite his and his teacher's efforts to draw me in. I preferred to concentrate 
instead on observing Nicholas intently in this school-like context, knowing that it 
could- and did- provide me with useful insights into Nicholas' mastery of particular 
institutional D/discourses. Conversely, when visiting Nicholas at home, we would 
spend time shooting baskets and chatting about the day. In this context, I felt more 
15 
16 
See, for example: Glesne & Peshkin 1992, p. 39; Delamont 1992, pp. 75, 77; J. Myers 
1992, p. 305. 
Non-participant observation is not a feature of ethnographic studies. An observer always 
has some effect on the context, and thus participates - to varying degrees - in the everyday 
lives of those being studied (Emerson et al. 1996, p. 1 ). 
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like an insider and used the opportunity to ask Nicholas about things I'd observed or 
heard him say elsewhere. 
In addition, more active participation on my part in classroom events may have 
jeopardised the trustworthiness of data collected in these contexts. As it was, I found 
that by adopting a position on the edge of classroom events I was neither a student 
nor a teacher (which was as I intended)17; however, I was sometimes claimed by both. 
For example, teachers occasionally used me as an 'encyclopedia' or expert during 
whole class lessons (for example, asking me, "What's the population of Australia, 
Michele?" or "Is that right, Michele?"). Participants, on the other hand, and especially 
the two males in the early days of in-class data collection, used me as a private 
audience or as a co-conspirator in subversive behaviour (indicated by covert smiles 
and winks, or reporting insults that I did not utter- "Hey Sean, Michele thinks you're 
an idiot"). 
In addition, both Jacques and Nicholas coopted me as an avoidance strategy by 
claiming, for example, that I had their respective workbooks at the university, when 
in fact each had left it at home with their homework undone. Aside from ethical issues 
arising from such instances (discussed below in section 4.5), these various perceptions 
of my role enabled me, I believe, to access multifarious data that captured significant 
dimensions of participants' everyday lives. Building on the example provided above, 
such actions by Jacques and Nicholas enabled insights into some of the ways in which 
they constructed themselves as students, and - perhaps - how they were able to use 
their understanding of themselves as participants in the study to position their 
teachers. 
Reflecting on the spread and thickness of data I was able to collect, I propose that my 
peripheral approach to observation was effective in the main. Field research, as 
previously discussed, is always intrusive and affects participants, interactions, and the 
17 Usually, I sat at a desk at the back of the classroom separate from the student body. During 
group work I would sit with each participant whenever possible. I actively participated in 
conversations during group work, but rarely during teacher-directed whole-class work. 
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context in various ways (Fetterman 1989, p. 58; Emerson et al. 1996, pp. 1-16). 
However, a bank of validation methods and criteria for assessing the trustworthiness 
of data and interpretations can be used in interrogating researcher effects on data (see 
section 4.4 below). This strategy enables the researcher to cross-examine data in order 
to establish its reliability as interpretive evidence. 
For example, Jacques' skylarking attempt to pull his cousin's trousers down while 
they were mucking around, swinging from tree branches, seemed strangely out of 
character as evinced by his cousin's look of shock and refusal to play any further. At 
no other time did I observe Jacques participating in any similar sorts of skylarking 
actions, although it was a regular feature of the interactions among the group of 
dominant boys in his class. I have a hunch, supported by comments made by Jacques' 
mother, that this behaviour was shaped in part by Jacques' role in the research and the 
sudden popularity with the 'in-crowd' of boys that this role seemed to generate. 
Hence, to claim that Jacques always engaged in such behaviour would be invalid. As 
an aside, this episode also affords an interesting insight into the possible impact of my 
research on Jacques' social practices at school. This is discussed in more detail below 
(see section 4.4). 
Cross-checks among sources of data were facilitated by employing additional 
ethnographic techniques. These included: detailed fieldnotes and journalistic notes, 
interviews, student journals, conversations and informal discussions which collectively 
provided adequate data for addressing my research questions and aims. These multiple 
sources of data are discussed in turn below. 
(ii) Field notes: Fieldnotes were used to record observations, descriptions, and 
hunches generated during my time in the field. These notes were documented in spiral-
bound note books, with each page divided into two columns. One column was 
devoted to recording descriptive notes18 in the heat of the moment. The other column 
18 As established earlier, all fieldnotes are always interpreted (cf., Emerson et al. 1996, p. 
12). 
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was dedicated to methodological, theoretical, and analytical annotations, and to 
anecdotal or personal comments written during reflective moments while in the field 
about observed events (see Corsaro 1981, p. 129; Emerson et al. 1996, pp. 100-107). 
This second column proved indispensable in completing more theoretically informed 
analyses (cf, Carspecken 1996, pp. 44-54). This column format also facilitated 
mapping events and tracing patterns over time. For example, 
Field notes: 
Recorded on Tuesday, 11 October 1994. 1 0:21am at school. Dav 2 of observations 
Observations Theoretical/Analytical notes 
Ter and N talk about a report. Ter asks 
what's in a report. Ter's attempt at meta-language 
N: I don't know 
Ter: Don't you remember? 
N drifts off to talk to s'one, then drifts back Common interaction pattern 
N (toTer): I spent 2 hours on my project & I 
only got this much done (0ndicates with Quantifying schoolwork again 
fingers)). lttook so long 
S appears beside Teacher and the three 
discuss N's handwriting 
N asks to do it on the computer and then 
handwrite it. 
Ter: No 
S: But you must use the technology if it's 
there 
They debate merits of handwriting and 
technology 
cf., • computing at home 
• logic of 'most direct path' 
Peer support and techno knowledge 
Tensions between traditional and techno 
literacies 
• Green and Biaum 1993 Panert 1993 
Organising my fieldnotes in this way enabled me to begin theorised analytical work 
during data collection. It also facilitated data gathering as I was able to follow up 
hunches in subsequent observations, artifact collection, and interviews. Beginning data 
analysis while still in the field prompted useful reading in other areas, including 
literature pertaining to: popular youth culture, technologicalliteracies, adolescent' 
friendships, and so forth. In retrospect, I believe my observations and fieldnotes 
provided me with apt and fruitful data (see chapter 5), although this data was 
insufficient on its own. Accordingly, these fieldnotes were supplemented with 
journalistic notes, written away from the field. 
142 Chapter 4: Research design, methods, and tools 
(iii) Journalistic notes: Journalistic notes refer to those notes recorded from 
memory (Carspecken 1996, p. 45). In my case, I quickly found it impossible to use my 
fieldnote journal to record data in every situation. For example, casual conversations, 
attending a graduation ceremony that included a mass, sitting in Church with 
Nicholas' family, attending an end-of-year party at Layla' s house, or observations of 
the local area made while out driving or while walking through shopping malls did not 
lend themselves to note-taking in the heat of the moment. 
Consequently, these observations made on the run were recorded as close to the event 
as possible, using a computer. My journalistic notes tended, in the main, to contain 
fewer records of direct speech and body positioning than :fieldnotes, but were more 
descriptively detailed and included more personal reflections on my role within such 
contexts. This different kind of information proved invaluable when characterising 
each case participant (see Chapter 5, section 5.0), and strengthened the 
trustworthiness of my interpretations by means of enabling cross-examination with 
other data collected by different means. For example, Hannah's expressed passion for 
the "olden days" was mystifYing to begin with, but was cast in a new light when 
journalistic records of multiple childhood recounts told by her mother, Julia, were 
examined and compared with transcribed comments made by Hannah and fieldnotes 
ofher skits about "the good old days" and "farm life" (see chapter 5, section 5.4). 
In summary, the thickness of constructed descriptions enabled by fieldnotes and 
journalistic notes afforded a useful data base that I was able to revisit time and time 
again, unravelling threads of more finely detailed insight and interpretation as I wentl9. 
Nevertheless, notes from the field are always partial, and data from interviews, 
discussions and conversations were used to add further dimensions to my growing 
data base. 
19 This partiality of data in :fieldnotes, journalistic notes, and ethnographic case study reports 
is discussed in section 4.7 below. 
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(iv) Semi-structured interviews, discussions, and conversations: Interviewing is 
another primary strategy for collecting data in ethnographic case study. Interviews 
hold potential for accessing participants' opinions, beliefs, and values. Such data is 
crucial when attempting to interpret Discourse membership. Phil Carspecken (1996, 
p. 155) promotes interviews as useful elements of data collection designs, claiming 
that participants often tell things in interviews that they would not speak about in 
everyday conversation. He proposes that the interviewer's intense interest in what 
participants are saying encourages them to 'open up'. However, Corrine Glesne 
tempers this claim in recounting participants' confessions that in her early days of 
fieldwork they treated her research as a game and had fabricated events, people, and 
so forth in their interviews with her (in Glesne & Peshkin 1992, p. 39). 
Thus, in many respects interview data is contrived, and degrees of manipulation take 
place in every interview. Indeed, there is always 'some conscious shaping of the verbal 
exchanges' (Fetterman 1989, p. 5; see also, Silverman 1985, p. 16). As with notes 
from the field, however, cross-examining interview data and other sources of data can 
identify points of confirmation of interpretation, which in tum contributes to 
establishing the trustworthiness of interpretations (see section 4.4 below). Cross-
examination of interview data can also identify points of disconfirmation of 
interpretations and so forth, requiring the researcher to re-visit interpretations. 
Likewise, cross-examined findings may challenge existing theories, requiring a re-
examination of theoretical claims and study framing. This dialectical approach to 
analysis and interpretation is employed in the present study and examples of the 
outcomes of this process are woven into the following discussions. 
Interviewing in the present study was semi-structured; that is, some questions were 
planned beforehand, while other questions grew out of interviewee responses. Pre-
planning elements of each interview enabled me to collect data pertaining directly to 
my research needs. For example, each participant was interviewed at least three times 
during fieldwork. The theme of the first interview centred on life history and key 
experiences, present interests, and future aspirations. The aim of this interview was 
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to gather general knowledge about the participant, and to establish some sort of 
baseline for gathering information about each participant's everyday life and practices. 
The second interview focused on values, and each participant was asked to describe 
a problem he or she had encountered recently and explain how they had addressed it. 
For example, Jacques described how he had to decide between buying an expensive 
pair of roller skates to match his cousin's, or buying a less expensive but still 
serviceable pair. His cousin had simply put down a deposit on the expensive pair, 
seemingly without a second thought. Jacques decided it was best to wait and talk it 
over with his parents. In the end, he decided to buy the cheaper pair, because "I don't 
know if I might want to, you know, give it up or do something else" (interview 2: 
utterance 024). This recount afforded useful insights into Jacques' values regarding 
money and spending it, and even more importantly, his values pertaining to decision-
making and the role his parents play in helping him make decisions. 
The third interview focused on participants' language journals, their perceptions of 
particular language lessons, and their involvement in the research project. The aim of 
this interview was to tap into students' perceptions and understandings of, for 
example, their teacher's objectives for a lesson, what they had learned, the immediate 
and future value of this learning, and so forth. This brought to light, for example, 
significant gaps between what each participant thought they were meant to be 
learning, and their teacher's stated objectives. In addition, asking each participant to 
reflect on the two weeks of fieldwork afforded insights into their understanding of the 
study and possible effects it may have had on their everyday practices. For example, 
all four students claimed that in the second week of observations in class, they usually 
forgot that I was there. 
Throughout all three interviews, however, other matters were followed up as deemed 
appropriate at the time. For example, Hannah often included recounts of memorable 
events in her life as part of her answer to an interview question. This led to incidental -
but important- discussions about water-skiing, family traditions at Christmas time, 
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and wanting to become a dancer, to name a few 'digressions'. Hannah's professed 
passion for water-skiing forced me to rethink my initial perception of her as a retiring, 
bookish kind of girl. At times, too, family members (especially each participant's 
mother) would participate in the interview, confirming, discon:firming, or elaborating 
on the participant's response. This, too, proved invaluable when justifying 
interpretations. 
In addition to the three planned case study participant interviews, participating 
teachers were interviewed twice (approximately one hour per interview). Each semi-
structured interview included questions about the observed and audiotaped language 
lessons they had taught, their objectives, where their ideas for the lessons had 
originated, whether their objectives were achieved successfully, and so forth. Teachers 
were also asked to comment on the case study participant's language performance at 
school in academic and social terms, to comment generally on primary school 
students' present and future language needs, and invited to discuss their perceptions 
and use ofthe Queensland English syllabus. 
Teachers also chose to discuss some of the constraints imposed on them regarding 
classroom language and literacy practices. These included insufficient inservicing in 
the ways and means of the English syllabus, and heavy workloads and responsibilities 
beyond the immediate class (e.g., writing the school's language and literacy 
curriculum, extramural activities, meeting the needs of their students, dealing with 
parental interference, etc.). This information provided additional insights into the 
complex demands placed on teachers, and reminded me to think beyond the classroom 
when analysing in-class data. 
Conversations also proved to be important 'instruments' for collecting data. Thus, for 
me, these were largely conversations with a purpose. Although I was engaged in the 
interaction, a significant part of my attention was disengaged from the immediate talk, 
busily making headnotes of what was being said, and making connections with 
previously-collected data and tentative interpretations. 
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For example, talking with Layla, her brother, Jonathon, and her mother, Beth, in the 
kitchen alerted me to the importance Beth places on 'being educated'. At various 
times throughout our conversations, Beth would ask Layla and/or Jonathon whether 
they knew, for example, what a particular word meant, where a certain country was 
located, about various state and national events, and so forth. One such instance 
included a conversation we were having about Nicaragua, and Beth asked both 
children whether they knew where it was. Neither did, and Beth described the 
country's location to them. Unasked, Jonathon fetched a large world atlas and found 
Nicaragua on one of the maps, and we spent some time looking through the atlas and 
talking about places we'd like to visit. Layla's and Jonathon's reactions during this 
event suggested that this was a regular and acceptable pattern in their interactions 
with their mother. Moreover, this alerted me to patterns in Layla's talk that seemed 
to revolve around notions of self-education or self-improvement; for example, 
bringing home four novels to read over the holidays because her teacher had told her 
that reading improves one's knowledge (see chapter 5, section 5.3f). 
In conclusion, I found data collected by means of interviews and conversations 
afforded invaluable insights into the motivations and understandings of study 
participants and others. These interactions enabled me to specifically cross-check data 
and interpretations, and to follow up hunches that accrued during observation periods. 
My analyses of interviews and observations were facilitated by audiotaping, which is 
discussed below. 
(v) Audiotaping: Audiotaping captures interviews and 'sound bites' from 
participants' everyday lives. When used for the latter purpose, audiotaping enables the 
researcher to examine the ways in which language is used in and across a range of 
sites and contexts. Moreover, audiotaping is a relatively unobtrusive way of collecting 
data (Swann, 1993, p. 180), and easily lends itself to verbatim transcriptions of 
recorded discourse and to multiple listenings during analysis. Audiotaping was used 
to record interviews (18 hours total), language lessons (8 hours total), conversations 
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and discussions wherever possible20, and - again wherever possible - to supplement 
observations. 
In addition, case study participants were also equipped with a small Walkman-style 
tape recorder and encouraged to use it as a 'researcher interested in language' would. 
Subsequently, I was afforded fascinating excerpts of dinnertime talk, problem-solving 
talk during maths activities, boys sharing rude jokes, verbal fights between siblings, 
and even classmates discussing "that lady who follows you around all the time". Some 
ofthe talk was directed at me, including contextualising notes from Layla ("All right, 
Michele. We're sitting down eating our lunch") through to apologies from some of 
Nicholas' mates for (deliberately?) swearing on tape. Consequently, data collected 
by participants afforded additional insights into their social practices; however, this 
data was also subject to the same scepticism I accorded interview data. 
Language lessons were taped using professional equipment with two free standing 
microphones. Roving microphones were attached to the participant and to the teacher 
during these lessons21. In one sense, the equipment was intrusive to begin with due to 
the cables snaking across the floor and so forth. However, arriving early and setting 
up the equipment before classes had begun and allowing students to speak into the 
microphones and then listen to themselves on tape quickly exhausted any novelty 
value it held for them. Audiotaping lessons in this manner also proved worthwhile. 
The microphones certainly captured more interactions than did my pocket-sized 
taperecorder2. However, transcribing classroom lessons proved to be a difficult 
undertaking due to multiple conversations occurring during the lessons, unidentifiable 
speakers, and the lack of contextual clues, apart from those captured as fieldnotes 
while audiorecording. 
20 
21 
22 
Permission was always sought first. 
When willing; Jacques' teacher declined. 
This small, but relatively powerful taperecorder was used as a backup during lesson 
recordings, and to record conversations during small group work. 
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That said, however, transcripts, or at the very least listening to the audiotapes time 
and again, did enable close scrutiny of verbal interactions (often fleshed out with 
observation notes and sketches made during the taping). Hence, I was afforded 
additional insights into the ways in which language and literacy were being defined 
and enacted in classrooms, and given opportunities to identifY possible mismatches 
between the teacher's assumptions and students' everyday lives. 
For example, Jacques' teacher devoted a long lesson to teaching compare and contrast 
strategies in preparation for learning to write expository arguments. The exercise she 
provided entailed comparing and contrasting Australian and Balinese cultures. When 
the teacher asked students what they concluded from such analysis, Jacques 
commented that even though the two cultures are different, we are really all the same. 
His teacher seemed nonplussed by this answer. At the time, I found that I could not 
follow his logic either, until I listened again to the taped lesson, Jacques' comments 
to his partner towards the end of this lesson, and compared these things with the 
Jehovah's Witnesses literature that Jacques' mother gave me. Much of this literature 
emphasises the shared humanity of people, regardless of culture or religion (cf, Watch 
Tower Bible & Tract Society ofPennsylvania 1990, pp. 5-18). 
In retrospect, audiotaping proved useful in capturing utterances. It was also useful in 
re-invoking aspects of the site, context, and lesson when analysing data contained in 
fieldnotes and elsewhere. Indeed, transcribing a range of interactions (e.g., between 
mother and child, small group work at school, between two friends, etc.) added 
further fruitful dimensions and complexities to my data base. 
(vi) Transcriptions: Materially, a transcript is the conversion of spoken texts into 
written texts. Transcripts may also include non-verbal, spatial and temporal factors as 
wel123 . Theoretically, a transcript is a representation of the researcher's views and 
stance (Kantor, Green, Bradley & Lin, 1992, p. 167). That is, the researcher makes 
23 See, for example, chapter 3, section 3.5b(ii). 
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decisions regarding what will be written down, how it will be written down, and what 
will be edited out. 
All interviews and the bulk oflesson audiotapes were transcribed as close to verbatim 
as possible. Interview transcripts generally followed traditional linear layouts, with one 
speaker following another. Lesson transcripts, however, were represented in two 
columns. One column was devoted to interactions between the teacher and students; 
the second column matched the timing of the lesson, but recorded the participant's 
asides and conversations with others that ran below the surface of the lesson. 
Transcriptions included hesitations and pauses, some intonational inflections 
(particularly emphases, and rising intonations at the close of utterances), repairs, and 
other 'untidy' spoken language elements. This was in keeping with general approaches 
to discourse analysis (Cazden, 1988; Hatch 1992). 
Other audiotaped data, especially data recorded during observation periods (e.g., 
during group work in class, between siblings playing Nintendo, etc.) and supported 
by fieldnotes, were transcribed in note form via multiple listenings. This approach is 
standard ethnographic practice, and helps minimise time spent on documenting large 
amounts of data (Fetterman 1989, p. 82). 
However, I ran up against a perplexing paradox in relation to data analysis and 
reporting. When I attempted to report close linguistic analyses of transcripts 
(demonstrated in section 4.3 below), I quickly became lost in details and found it 
difficult to make convincing connections between language uses and larger patterns 
of social practice (cf., Bowers & Iwi 1993). I also found that such detail severely 
jeopardised the 'readability' of my findings, and thereby threatened to diminish the 
communicative validity I was constructing for my study (Coffey 1996; Zeller 1995; 
see section 4.4 below). 
On the other hand, I needed to include sufficient and trustworthy evidence in support 
of my interpretations and claims; particularly claims I wanted to make about 
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.discourses. Returning to my research questions and aims it became obvious that my 
research needs would be met best by aiming for a 'middle way' between analysing 
moment-by-moment, negotiated interactions and analysing patterns and diversity in 
larger-scale language and social practices. This decision is discussed in more detail in 
a following section (section 4.3). 
In addition to data I collected in the field, as already indicated, participants were also 
enlisted to help gather information about their everyday lives. One tool comprised a 
participant journal. 
(vii) Case study participant journals: Case study participants kept a one-week 
journal documenting some of their own language practices as they understood them. 
My purpose for including participant journals was to gain insights into students' 
understandings of the ways in which they used language in their everyday lives. 
Students were given the opportunity to record their journal in writing or on audiotape. 
This had interesting outcomes which are discussed at the close of this subsection. 
Taking Kris Gutierrez' (1993, p. 357) advice seriously, I did not assume journal 
writing to be a skill already mastered by participants. Thus, in order to facilitate 
journal authoring, promote their reflection on language uses regardless of their 
teacher-rated literacy competence, and minimise the amount of teaching and learning 
time on which I impinged, participants were given guidelines for documenting their 
experiences. These guidelines were written as questions, and included: 'What was the 
situation I remember? Was anyone else involved? and If so, then who? What was said, 
or written, or watched or read?' and so forth. These guidelines were presented in 
column format, with additional space for comments and graphic depictions of the 
event (see Table 4.3). 
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Table 4.3 Example of a page from a case study participant journal 
Date: 
Thinking back over my day, I remember three situations where I used language for a 
particular purpose: 
What was the Was anybody What was said, How did this What purpose 
situation I else involved? or written, or language did I achieve in 
remember? If so, then watched or situation come this particular 
who? read? about? situation? 
Space for other things I'd like to say (or draw) about language and how I use it: 
NB: Not to scale (real size = A4) 
The actual journal comprised a ring-folder holding a set of guideline sheets. Ways of 
keeping the journal were modelled for each case study participant during the 
familiarisation visit. The journal was discussed with teachers as well. I also sought 
their advice as to whether keeping the journal would prove too onerous for the 
participant. I emphasised for participants, parents, and teachers, that this journal ran 
secondary to schoolwork, homework, and other commitments, and was not to be 
completed under duress or to become an alienating chore. 
In retrospect, I over-estimated participants' abilities or willingness to reflect on their 
language practices. They mostly focused on oral interactions - despite suggestions that 
they focus on reading, writing, and viewing as well - and often recorded events I had 
asked them about earlier. This was particularly the case with Nicholas and Jacques. 
Indeed, significant gender differences were demonstrated in completing this journal. 
Both boys chose to audiotape their journals, and their reports comprised brief answers 
to the guideline questions. The two girls, on the other hand, reported events in written 
detail, and usually included contextualising information (e.g., Layla: "We were in the 
assembly hall and .... "). In addition, Hannah audiotaped her journal, using expressive 
intonation, and weaving in character voices and comical asides. Thus, the journals 
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themselves comprise interesting data that, due to space constraints, will be examined 
more closely elsewhere. In all honesty, however, the journals produced what I call 
'secondary data'; of most use in confirming fieldnote descriptions, event 
interpretations, and such like. 
In addition, each participant was asked to complete a brief personal profile 
questionnaire that appeared as the first page of the participant journal. Questions listed 
in this survey included, for example: 
• My name is .............................................................................. . 
and I get called .......................................................................... . 
• The most precious thing that belongs to me is ........................ .. 
It's precious because ................................................................. .. 
• I am fascinated by ..................................... because ................... . 
• I am frightened by ....................................... because .................. . 
• My earliest memory is ................................................................. . 
• At the moment, the people I like to be with the most are ........... . 
........................ because ............................................................... . 
• Ifl had to describe myself to someone who didn't 
know me, I'd tell them ........................................................... etc. 
Participants' responses proved to be useful points of reference for formulating 
interview questions, and for checking factual information. Their responses also 
enabled me to obtain important insights into their life histories with regard to where 
each had lived, and the kinds ofthings each had done (cf, Fetterman 1989, p. 19). 
Participants also collected a small number of useful artifacts that supplemented my 
own artifact collection (e.g., notes passed in class, letters from friends, etc.). These 
artifacts proved useful additions to my data base. 
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(viii) Artifact collection: Artifacts are the material traces of people's everyday lives. 
Indeed, it can be said that artifacts 'constitute data indicating people's sensations, 
experiences, and knowledge which connote opinions, values, and experiences' 
(LeCompte & Preissle 1993, p. 216). As with other types of data, the role and/or 
significance of an artifact is always interpreted by the researcher. However, artifacts 
are concrete evidence, and can alert the researcher to useful avenues of investigation 
or provide additional insights into participants' everyday lives. Indeed, artifacts such 
as texts, graphics, music, and so forth, add historical and contextual dimensions to 
other collected data (Glesne & Peshkin 1992, p. 54; J. Myers 1992). 
For example, Jacques' mother, Monica, shared a number of Theocratic School texts 
with me, providing important and otherwise unobtainable insights into Jehovah's 
Witnesses' practices. This particularly helped me to understand the important role 
written and oral texts play within this community. 
Artifact collection in the present study comprised original samples, copies, or lists of 
texts produced or used by participants. Texts produced or completed by participants 
included: 
• homework 
• texts written in the course of class work (e.g., narratives, reports, recipes etc.) 
• texts written below the surface of class work (including notes to friends, 
doodles, exaggerated ticks and crosses, etc.) 
• completed worksheets 
• letters from friends and others 
• workbooks 
• projects 
• rough drafts 
• fliers advertising a mowing business 
• assembly schedule 
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Texts used by participants in school and out-of-school contexts included: 
• school textbooks and worksheets (e.g., English Magic, basal readers, 
photocopied comprehension sheets, genre proforma, etc.) 
• assignment criteria sheets 
• reference books 
• texts read at home (e.g., newspapers, magazines, comics, television guides, 
sheet music, novels, craft books, Bibles, letters, etc.) 
• computer and video games (e.g., NBA Basketball, Streetfighter) 
• songsheets 
• bushdancing instructions 
• orders of service 
• Theocratic School study guides, discussion books, etc. 
Collecting artifacts proved effective in the present study, and prompted investigations 
I may not have otherwise conducted. Indeed, and consonant with LeCompte and 
Preissle's claims (see above), discussing collected artifacts with participants afforded 
insights into personal and family values. For example, while chatting about the merits 
and otherwise of Girlfriend, Layla' s favourite magazine, Layla explained that she 
preferred this magazine to Dolly, which she found "too rude". This led me to observe 
Layla's talk and practices more closely, and alerted me to comments and actions that 
placed much importance on being a "good person" (see chapter 5, section 5.3). 
(ix) Researcher journal: In addition to fieldnotes and journalistic notes, I kept a 
journal of my own experiences in the field. This journal served as both a research log 
and as a repository for ideas, hunches, reflections and self-evaluations, notes about 
emerging patterns in my findings, and so forth (see, for example, Glesne & Peshkin, 
1992, p. 45; Delamont 1992, p. 76). 
This strategy is an important factor in claiming reliability and validity in ethnographic-
style research (see, for example, Lather 1991, 1993). Accordingly, the aim of my 
researcher journal was to provide space for me to interrogate, as much as possible, my 
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various roles as researcher and learner, and my biases and research expectations. 
However, this strategy did not prove as successful as envisaged. I found, for example, 
that my introspections were beginning to spill over into my research so that I was 
becoming the focus of my study, rather than each participant. Nevertheless, some 
benefit was gained by using my reflections to launch discussions with my principal 
supervisor and other colleagues. The benefits and otherwise of keeping a researcher 
journal are discussed more fully in a following section (see section 4.4a). 
4.2d Summary 
To sum up, observations recorded by means of fieldnotes and journalistic notes 
proved invaluable within the present study. Data obtained in these ways were 
supplemented and enhanced by a range of additional methods and recording tools, 
including: audiotaped and transcribed interviews and language lessons, purposeful 
conversations, participant personal profile questionnaires and language journals, 
artifact collection, and to some extent, my own reflective journal of the research 
process. This range and variety of data collection approaches is a necessary feature 
of ethnographic case study work, particularly in verifying the trustworthiness of 
interpretations (Merriam 1988, pp. 163-184). A later section presents a discussion and 
an evaluation of the trustworthiness of data collected in the course of this study (see 
section 4.4). The next section demonstrates the ways in which I cycled among 
panoramic sweeps and closer, more finely detailed examinations of each case study 
participant's everyday social and language practices in order to address effectively my 
research aims and questions. 
4.3 CASE STUDY DATA ANALYSIS: AN EXAMPLE 
A recurring criticism of case study research is that data are often invisible in reporting 
(cf, Fine 1993, p. 269; Stenhouse 1985, p. 270). Accordingly, I address such 
criticisms - as far as possible - in the following chapter (chapter 5) by incorporating 
'snapshots' of events, segments of transcripts, and samples of my fieldnotes into my 
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discussion of :findings. This reported data acts as a springboard for discussion and as 
evidence in support of my interpretations and claims. However, and as already 
mentioned, this kind of approach to reporting sets in place a particular paradox 
encompassing the amount of detail to include - and not include - and the overall report 
readability and hence communicative validity (see section 4.5a below). 
In reporting the present study, therefore, much of the fine grained analysis of spoken 
texts - particularly message unit analysis - has been inevitably erased as far as possible 
without jeopardising the communicative validity and trustworthiness of 
interpretations. This is, in part, also an outcome of the detailed analyses made possible 
by Green and her associates' approach to data analysis. Accordingly, I take the 
opportunity in this section to present an overview and sample of my approach to 
analysing data. This sample stands in the stead of repeating this process over and over 
again in the following chapter. 
To begin with, a calendar of observation periods helps to locate my study within a 
particular time frame (see Table 4.4). 
Table 4.4 Observation timetable 
The primary purpose of this calendar is to inform readers of certain factors that 
needed to be accounted for within my interpretations. For example, any testing I 
observed was scrutinised and cross-examined with other data before claiming that this 
was a regular classroom practice, and not simply an end-of-year occurrence (see, for 
example, chapter 5, section 5.1). In addition, some classrooms were interrupted more 
than seemed usual for the purposes of practising for end-of-year concerts, musicals, 
and graduation ceremonies. All such seemingly seasonal practices were factored into 
analyses and interpretations. 
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In addition, each two week period of observations was event mapped at the level of 
language use and social action (cf, Green & Meyer 1991, p. 146). Event mapping, to 
reiterate points made in chapter 3 (section 3.6b), entails identifying sets of social 
practices (including roles and props) and language uses that are demarcated by shifts 
in activity, time, location, physical presence or absence, and language (e.g., theme, 
topic, tenor, type, etc.). Thus, I found it useful to include as many interaction units 
and sequences as possible within each map24. 
Interaction units, as defined in chapter 3 (section 3.5b), are subsets of events and 
constituted by particular patterns of language and social practices25 . For example, 
interactions between an academically successful student and a teacher are generally 
qualitatively different to interactions between an academically struggling student and 
a teacher, or among different groups of classmates (see, for example, Walker 1986; 
Lesko 1988). In addition, sequences of interaction units can be used in analysing how 
certain practices come to be established and maintained (Putney 1996, p. 133; see also 
Table 4.6 below). 
Mapping events and interaction sequences also became a 'quick reference system' for 
identifying and tracing patterns or unique instances of action and ways of speaking 
across time26. This is demonstrated in an excerpt from the event map prepared for 
Nicholas (see Table 4.5 below). 
24 
25 
26 
This depended very much on what had been audiotaped, as well as on the descriptive 
thickness of my fieldnotes and journalistic notes. 
These patterns are also 'patterns within patterns' in the manner of Chinese boxes, entailing 
a series of smaller and smaller conversationally or interpersonally related units of analysis. 
In order to avoid reductio ad absurdum, a line is drawn at the smallest unit that still holds 
meaning. See chapter 3, section 3.5b for a more detailed discussion of interaction and 
message units. 
In addition, but not shown in Table 4.5 for purposes of clarity, fieldnotes, journalistic 
notes, transcripts, artifacts, audiotapes, and so forth, were also cross-referenced to this map 
by means of a coding system. This enabled me to quickly locate specific items of evidence 
for my interpretations, and proved invaluable time-wise. 
Table 4.5 A sample event map: Nicholas 
' 
Monday 10 November, 1994 Tuesday 11 November Wednesday 12 November 
(Day 1 of observations) 
Time Event Actors, actions & interactions Time Event Actors, actions & interactions Time Event Actors, actions & interactions 
1 0:55 Language · Ter instructs Sts to 10:55 Library · Librarian hands out paper 1 0:55 Language • N & Tim flick rubber bands 
lesson organise themselves into 3 lesson for a test on the Dewey lesson at each other while waiting for 
groups and begin their decimal system the lesson to begin. N 'low 
respective activities: library - N to me: "I haven't studied fives' with Rajiv, who offered 
lesson, grammar textbook for this" his hand first 
exercises, & basal reader • Librarian instructs Sts to: · Ter instructs Sts to move 
work "Tell me all you can about into their English groups 
- 2 girls sit at the computer the Dewey Decimal System" · N walks over to the 
- N takes out textbook and · N begins writing, crosses it computer & discusses a 
shares with Rajiv out, then sinks low in his number of disks with Kylie 
· Ter explains grammar task chair. · N sits at the computer with 
- N throws a piece of rubber - Librarian whispers loudly Chris and begins typing: 
at Stuart, scores a hit and from across the room to N: "Athletics Day" 
makes an 'impact' noise "Bet you wish you'd learned 11:00 · Some boys ask their Ter 
- N asks Ter if he can write it last term!" N smiles, and where Warren is, and are told 
in pen in the textbook. Ter nods: "Mm-hmm" that he's at the office for 
' 
replies that it must be done - N turns his paper over and fighting ! 
in pencil. Two boys move to starts again - N comments to Chris: 
lend N a pencil and are · Ter gives a time call "Can't imagine Warren in a 
reprimanded · Ter calls out Dewey fight. He'd get his butt 
- N calls toTer asking for 11:05 numbers & category labels kicked!" 
clarification of which and Sts mark their work · N starts typing the body of 
exercises are to be his report, then rolls his eyes 
completed and mutters "I hate this 
computer" 
Key: Ter =Teacher St(s) = Student(s) N = Nicholas · =sub-event -=particular actions & interactions within a sub-event 
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Table 4.5 (continued) 
Monday 10 November, 1994 (cont.) Tuesday 11 November (cont.) Wednesday 12 November (cont.) 
Time Event Actors, actions & interactions Time Event Actors, actions & interactions Time Event Actors, actions & interactions 
11 :10 Language · N begins working 11 :06 Library - N says to me: "I'm doing 11 :02 Language - N discovers that he's keyed 
Jesson -Ann asks N how many Jesson pretty good so far. Tick!" and Jesson his text into the 'heading' 
(cont.) words his short story is: (cont.) ticks his work (cont.) space and has run out of 
N: "614" room. He tries to 'select' 
Kylie (at computer): "Oh, did - N corrects errors with what's he's written, but the 
you count them exactly?" crosses and arrows, then program won't Jet him. He 
N: "No, I used the word sits and doodles on his mutters: "Can you believe this 
count on the computer" paper stuff?" and deletes what he 
· N asks Ter about working has written. He rewrites the 
with a partner, but isn't - From across the room heading and sits playing with 
allowed to Jesse mouths: "what's the the font & font size 
· N leaves desk to discuss time?" N writes it on his test · Warren returns and tells N 
with Ter the meanings of 11:13 paper and holds it up for to "get off' the computer so 
"too much" & "excessive Jesse to see that he and Chris can have 
11:15 amount" • N sits and plays with pens their rostered computer time 
· N returns to seat as the librarian explains a - N takes his time saving his 
• N, Jesse & Stuart throw bits mnemonic for remembering heading to a disk and they 
of rubber at each other the Dewey Decimal System urge him repeatedly: "Hurry 
· Ter gives time call up!" 
- N asks: "Mr Lasseter, do 11:17 • Ter asks N if he has finished 
we have to finish all of 3?" his report and when N 
replies: "No" he sets a final 
deadline 
I . 
Key: Ter = Teacher St(s) = Student(s) N = Nicholas • = sub-event - = particular actions & interactions within a sub-event 
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This large-scale map enabled me to analyse data in terms of panoramic views of each 
participant's everyday life, zoom in on fine details within and across events, then pan 
out again to the larger picture I was constructing of each participant's language uses 
and social practices (c£, Fetterman 1989, p. 47). Accordingly, fine grained 
investigations were conducted primarily on detailed transcripts of interactions, and 
interaction and message units were employed in analysing .Q.iscourse practices. A 
message unit, as defined in chapter 3 (section 3.5b), represents a 'minimal unit of 
conversational meaning' as interpreted by the researcher, who draws on contextual 
and prosodic cues to identify such message units (Green & Wallat 1981, p. 196). At 
this level of investigation, I was most interested in examining how meanings were 
constructed and negotiated interactively, rather than in the grammatical structures of 
interactions (see also chapter 3, section 3.5b). 
For example, and discussed more extensively in chapter 5 (section 5.1), Nicholas and 
his mates regularly engaged in what I called 'Rubber Wars'. The following segment 
of an interaction unit is delineated by my introduction of the topic and Nicholas' shift 
to another topic following his recount of the history of this practice. Message units 
are also indicated within this segment of transcript, and marked by the start of each 
new line. Message units, in this case, were identified largely by means of prosody cues 
(e.g., falling or rising intonations, pauses, self-corrections, etc.) and context cues (e.g., 
the authori~y of Mrs Ross). This is not to suggest that the message units as I have 
presented them here are predetermined in this interaction; rather, this is how I have 
chosen to represent them, based on analysis of the content and meaning(s) ofwhat he 
was telling me, prosody markers, and the context of the conversation as well as the 
contexts of the original events (see Table 4.6). 
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Table 4.6 Analysing message units within an interaction unit: A sample27 
(Context: Monday, October 10, 1994. Day 1 of observations. 4:30pm. Tape counter 140) 
EVENT: PLAYING COMPUTER GAMES. 
SUB-EVENT: I ask Nicholas about the bits of rubber I'd seen thrown around in class 
earlier today. 
27 
Nicholas Yeah, 
Michele 
Nicholas 
Michele 
Nicholas 
normally we .. 
uhm, 
do use rubber bands ((laughs)) 
Really? 
((Laughs)) Yeah, 
and we fling them around in class. 
Except Mrs Ross ((the vice-principal)), 
and uhm 
she, 
she told the-
1 mean, 
talked to us about it 
and that we'd better not do it any more 
((laughs)) 
Oh yeah. 
So now 
it's bits of rubber 
((Laughs)) 
I've got a lot 
in m~esk now. 
((Laughter)) 
Build iil9....!J.I2 
Transcription conventions: 
running pause rising intonation 
a break in utterance flow 
pause(O.I sec) 
/'\. rising and falling intonation 
( ( ) ) context markers 
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Nicholas' explanation of his group's shift from using rubber bands to rubber bits 
probably says much more than he consciously intended. Indeed, 
( s )peakers do not just 'say what they mean' and get it over with. They 
lay out information in a way that fits with their viewpoint on the 
information and the interaction. They are always communicating much 
more than the literal message (Gee 1996, p. 96). 
Organising this segment of Nicholas' discourse into message units enabled me to 
identify the ways in which he aligned himself with a particular group (e.g., we, us) that 
engages in overt physical action (e.g., fling, building), in tension with - in this instance 
- authority (e.g., ''Except Mrs Ross ... talked to us", "we'd better not do it any more", 
"I've got a lot in my desk now -laughter- Building up"). Analysing the sequence of 
message units is also important (cf, Schiffrin 1994, p. 356). In the present example, 
the sequence of message units provides me with supporting evidence for my 
interpretation that Nicholas is signalling solidarity with his mates in the face of 
institutional authority by means of his laughter and comments on his growing arsenal 
of rubber bits. 
Message units can also be mapped according to themes (cf, Bloome & Egan-
Robertson 1993, p. 314; Schiffrin 1994, p. 28). I have used this technique in the 
present example to identify and trace how Nicholas and his mates publicly construct 
borderline subversive behaviour by substituting bits of rubber for the banned rubber 
bands. This is presented below in Table 4.7. 
Table 4.7 
Nicholas 
Michele 
Nicholas 
Michele 
Nicholas 
Chapter 4: Research design, methods, and tools 
Themes conveyed by message units 
Yeah, 
normally we .. 
uhm, 
do use rubber bands ((laughs)) 
Really? 
((Laughs)) Yeah, 
and we fling them around in class. 
Except Mrs Ross ((the vice-principal)), 
and uhm 
she, 
she told the-
1 mean, 
talked to us about it 
and that we'd better not do it any more 
((laughs)) 
Oh yeah. 
So now 
it's bits of rubber 
((Laughs)) 
I've got a lot 
in m~esk now. 
((Laughter)) 
8 u i ld i.!:!.9.Jm 
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Thus, mapping message units can be used to interpret the thematic organisation of 
Nicholas' explanation. In stripped-down terms, his .discourse theme comprises 'doing 
- told not to - still doing, only differently'. Interestingly, such 'following only the 
letter of the law' turned out to be a regular feature of Nicholas' and his mates' 
language and actions in school. 
Interaction and message units can be interpreted from a number of angles, depending 
on the researcher's purpose. Hence, in order to make additional interpretive sense 
within and among interaction and message units, I also chose to investigate elements 
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of prosody, cohesive devices and sequencing, interaction or discourse organisation, 
contextualisation and intertexuality signals, and thematic organisation28 . 
Although it is extremely difficult to capture the intonation, emphases, pronunciation, 
and rate of discourse in transcriptions, certain expressive elements in Nicholas' 
explanation give it force beyond the actual words he uses. For example, Nicholas' 
voice falls in pitch at the end of "I've got a lot in my desk now". His falling intonation 
brings closure to this set of messages, and emphasises the significance of his ongoing 
border-line subversive behaviour, indicated by his penultimate message unit 
comprising laughter9, and his final message unit: "Building up". 
In the present text under study, Nicholas uses laughter to tie message units together 
and to help develop the theme of his explanation (i.e., his group of mates has found 
a way around constraints on behaviour imposed by institutional authority). Words 
such as "normally", "and", and "yeah" also assist in fashioning cohesive ties among 
his message units. His use of "except" marks a significant event that occurred in 
relation to the history of these Rubber Wars; an event that resulted in a modified 
arsenal, but little change in behaviour. In addition, the sequence of message units 
introduced by "except" and resolved by "we'd better not do it any more" is tied to his 
explanation by his laughter, which effectively cues me into why the group uses bits of 
rubber and answers my original question. His laughter following my observation 
confirms this interpretation. Thus, cohesion in this particular interaction is more a 
result of discourse organisation than cohesive ties per se. 
28 
29 
See, among many others: Gee 1996a, p. 94; Santa Barbara Classroom Discourse Group 
1995; Hatch 1992, pp. 209-33,259-287. 
Indeed, the role oflaughter as a message unit is an area worth further investigation. I found 
that all four study participants used laughter to convey myriad messages; for example, 
signalling jokes, marking guesses, showing delight or appreciation, to cover 
embarrassment or bewilderment, to cue others into the interaction, as an opening and a 
closing, to demonstrate solidarity, as self-sufficient replies, and so forth (cf, Hatch 1992, 
p. 42). 
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With regard to discourse organisation, Nicholas distinguishes between ongoing sets 
of actions and a particular event by means of a tense shift from the present continuous 
to the simple past (i.e., perfective). His shift to the perfective occurs at "except" and 
returns to the imperfective with the laugh that follows "we'd better not do it any 
more". This temporal shift sets the scene for the punchline to his explanation. 
Context is downplayed in Nicholas' explanation, with only references to the classroom 
and his desk tying his message units to particular sites. I attribute this lack of direct 
reference to context to my presence in the classroom during Rubber War events, and 
Nicholas' assumptions regarding my general familiarity with school staff and contexts. 
His discourse casts me as someone 'in-the-know' through his use of the pronoun "we" 
instead of naming the members of his group of mates, and by his direct reference to 
Mrs Ross without identifying her role in the school. 
Finally, in the present case, analysing Nicholas' pronoun use alerted me to what 
appeared to be some confusion over how to define himself in relation to me (e.g., 
" ... and she told the- I mean, and she told us ... "). Many interpretations of such repair 
work are available at this point30; nevertheless, I used this information to inform my 
subsequent talk with Nicholas, whereby I made it clear that I was not aligned with 
school authority in the way that his teacher was. Furthermore, and despite what 
appeared to be some confusion about my status, I interpreted his colloquial use of 
"yeah", his laughter, and information about the arsenal in his desk as ways of 
signalling that I was being recruited as an insider or as a co-conspirator. 
This brief analysis of a sample ofNicholas' discourse is not intended to be exhaustive 
or posited as the only set of interpretations possible. There are many more analytic 
opportunities offered by this text (e.g., discussing the phrasal rather than clausal or 
30 For example: (i) Nicholas is not sure of the kind of student I'm wanting to research, and 
is caught between maintaining an image of a 'good' student and projecting a persona that 
is not intimidated by authority; (ii) he's not really subversive, but likes to align himself 
with students that are (although this interpretation is disconfirmed by his status within his 
group of mates, and other patterns of social practice); (iii) it was a genuine mistake 
regarding pronoun use. 
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sentential organisation of discourse, etc.). Indeed, such analyses are always post facto, 
and are very often shaped by (provisional) hunches and analyses made on the run 
during data collection. Nevertheless, the particular analytic strategies outlined above 
produce what I believe to be trustworthy and useful evidence in support of my 
interpretations and discussions. This is discussed in the following section. 
4.4 JUDGING THE EFFECTIVENESS OF AN ETHNOGRAPHIC 
MULTIPLE-CASE STUDY DESIGN AND ITS IMPLEMENTATION 
Historically, validity and reliability have been seminal constructs in evaluating the 
accuracy and generalisability of case study findings31 . Such measures and benchmarks 
traditionally employ universal truths or a correspondence theory of truths32 in 
constituting their evaluative criteria. For these researchers, validity equates with 
accurate findings and correct interpretations (i.e., internal validity). Validity in such 
designs is also assessed according to the degrees to which findings can be generalised 
to whole populations or all cases (i.e., external validity). This logic of verification is 
based largely on hypothesis testing. In addition, reliability measures are most 
concerned with the replicability and consistency of methods, conditions, and results 
(Silverman 1985, p. 8; Wiersma 1986, pp. 6-7). 
These evaluative measures are predicated on assumptions that the phenomenon under 
study is clearly bounded or controllable and measurable. However, direct challenges 
to such assumptions have been mounted by theoretical and research work (particularly 
work done during the past two decades) that subscribes to sociocultural 
interpretations of everyday life and the research process. This ongoing body of work 
questions the claim, among many others, that there is only one fixed reality that is 
31 
32 
See, for example: Stake 1985; Stenhouse 1985, 1988; Yin 1989. 
That is, validity is declared when findings are believed to demonstrate direct 
correspondence between test results and some external - and often universally construed -
criteria (Kvale 1994, p. 3). 
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'discovered' by means of investigation and measuremene3 . This challenges the very 
foundations upon which researchers interested in measuring language and social 
practice in order to arrive at some single truth ground their validity and reliability 
claims. 
For example, the present case study design is not grounded in an assumption that 
adolescents' everyday lives are measurable. Neither do I intend to generalise my 
findings nor contribute to building a universally applicable theory from a 
representative sample of research subjects. Instead, the ethnographic multiple case 
study design for the present study was chosen for the scope it affords in maximising 
variables, rather than minimising them as required for positivist research. This renders 
meaningless the traditional social science evaluative criteria pertaining to validity. 
Indeed, according to Patti Lather (1991, p. 66) in her self-described 'postpositivist' 
commentaries, escalating 'paradigmatic uncertainty in the human sciences is leading 
to the reconceptualising of validity'. Lather describes validity as a 'limit question' of 
research, 'one that repeatedly resurfaces, one that can neither be avoided or resolved' 
(1993, p. 674). This verification problem is symptomatic of all research that posits 
validity as a social construction rather than as an empirically testable truth. 
In addition, the concern with replicability and consistency of methods, conditions, and 
outcomes in establishing the reliability of a study's findings often ignores subtleties 
and contradictions in the data, tends to construct simplified readings of the complex 
phenomena under study, and usually overlooks the effects of the researcher on data 
and interpretations. The kind of research I am interested in includes the myriad 
complexities and imbrications of everyday life, and casts the researcher as fully 
implicated in constructing research findings. Thus, as the present study exemplifies, 
reliability measures in ethnographic case study can no longer be simply a matter of 
exact replication or of generalising methods and findings. 
33 For more extended discussions of such claims see, among others: Beach et al. 1992; Harris 
1989; Hoshmand 1989; Lincoln & Guba 1990; LeCompte & Preissle 1994; Miles & 
Huberman 1984; Soltis 1989; Walford 1991; Woolgar 1988. 
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This is not to suggest, however, that some form of verification of claims and 
interpretations is no longer necessary. Indeed, the process may be even more 
demanding than that required for positivist research. Consequently, there appears to 
be little interrogation of traditional conceptions of validity and reliability in 
ethnographic case study literature. There is certainly room for more work to be done 
in this area, and the discussion below is a contribution in this direction. In the present 
study, I employ strategies for identifying what is commonly termed 'communicative 
validity' and 'trustworthiness' in relation to my data and interpretations. This tactic 
obtains important sets of criteria for evaluating the efficacy and usefulness of my 
ethnographic case study design and interpretations. Such criteria are used in the 
present study to assist design-related decision-making, to judge the rigour and 
usefulness of the research project, and - ultimately - to differentiate it from fiction. 
These applications are discussed in more detail below. 
4.4a Communicative validity 
Communicative validity reconfigures traditional constructions of internal and external 
validity in terms of verifying the research process in relation to everyday practices 
(Carspecken 1996, p. 59). This is in contrast to claims of 'final product control' by 
researchers who hold fast to traditional validity measures. The main goal of 
communicative validity processes is to present the reader with trustworthy 
interpretations and evidence. 
Many theorists and commentators discuss aspects of communicative validity in terms 
of an interaction between the reader and the reported research. For example, Patti 
Lather (1991, p. 69) describes it in terms of a 'click of recognition', a 'yes, of course'. 
Phil Carspecken (1996, p. 19) speaks of' cultural recognition' as a significant reader 
act in the validation process. Gunnar Kvale (1994, p. 7) conceives aspects of 
validation in terms of a dialogue among the researcher and participants, between the 
research report and the reader, and among various readers and discussants as well. 
Accordingly, in terms of the present thesis, communicative validity is made available 
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to the reader through explicit argument and theoretically informed interpretation; 
grounded in the work of particular communities of scholars and researchers (e.g., 
ethnography of communication and interactional sociolinguists, ethnographers, critical 
discourse analysts, etc.). 
Ethnography - and by extension, research employing ethnographic techniques - is a 
process of knowledge production. Thus, ethnographic inquiry can be understood as 
'an interrelated set of concepts and research practices constructed for the purpose of 
producing a particular articulation of knowledge' (Simon & Dippo 1986, p. 195; 
original emphasis). Communicative validity claims are constituted by the premise that 
there are multiple truths and multiple ways of knowing34 . Accordingly, validity claims 
are more to do with the soundness of the argument than with the truth of statements 
(cf, Carspecken 1996, p. 55). 
Additionally, there exist a number of well-recognised strategies for verifying 
interpretations and claims in ethnographic inquiry. These strategies include: cross-
examining multiple sources of evidence, member checks, and detailed explication of 
the research methodology, which also includes researcher self-reflexivity. 
These strategies overlap and enable a range of complementary insights into data 
analysis and interpretation. Although there are other strategies available35, the three 
listed here are the most commonly reported in sociocultural research. Collectively, 
they provide an audit trail for verifying claims when employed and reported as 
thoroughly as possible. 
(i) 
34 
35 
Multiple sources of evidence 
Phil Carspecken (1996, p. 55) discusses this in terms of communicative interaction and 
consensus among readers and the researcher's report ( cf., Kvale 1994, p. 9). 
For example: strip analysis, using negative cases, peer debriefing, group discussions, and 
so forth (cf., Carspecken 1996, p. 141; Fetterman 1989, pp. 88-103; LeCompte & Preissle 
1993, pp. 315-356). 
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Multiple sources of evidence in ethnographic case studies such as mine enable 
comparisons and interpretive checks across observations of, and interactions with, 
study participants. Using a seemingly obvious example, but one that will be made 
more complex later, my claim that one of my case study participants, Jacques, does 
not appear to like school can be judged as justifiable. This claim is supported - or 
verified - by the intersection of evidence accruing :from my observations of him in 
school and out-of-school, :from conversations with him about school and work, and 
unsolicited comments made by his parents and his teacher. 
Concomitantly, cross-examining multiple sources of data can also contribute to 
understanding complex phenomena; indeed, '(t)he more we examine our data from 
different viewpoints, the more we may reveal - or construct - their complexity' 
(Coffey & Atkinson 1996, p. 14). To expand on the example presented above, 
juxtaposing Jacques' parents' comments about his academic troubles at school with 
his teacher's comments brings to light two different stories. His teacher worries about 
his academic progress, and is often :frustrated by his apparent lack of application. His 
parents, on the other hand, are aware that school is not providing relevant learning 
experiences for Jacques, but know that Jacques will be a welcome addition to his 
father's earthmoving business once Jacques has left school. Additionally, they are 
confident that he will be successful in the world of business; already he is showing a 
keen entrepreneurial sense (see chapter 5, section 5.2f). These different perspectives 
on Jacques' language and literacy performance at school drew to my attention sets of 
tensions that Jacques was experiencing between his time in school, and his everyday 
life out-of-school. 
This use of multiple sources of data is similar to, but not synonymous with, traditional 
triangulation strategies whereby the researcher is interested in aggregating data 'in 
order to produce a fully rounded, more authentic, portrayal of the social world' 
(Coffey & Atkinson 1996, p. 14). However, this approach is highly reductive as it 
aims at uncovering 'the truth' about the phenomena being investigated. Instead, I have 
endeavoured to maximise the range of sources of data drawn on in the course of my 
study in order to identify points of convergence, as well as to identify counter patterns 
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of evidence that force me to re-examine my interpretations (cf, Fetterman 1989, p. 
92; Lather 1991, p. 69). This process has proved usefully enabling in the present study 
(for examples, see sections 4.2c(iv) and 4.2c(viii) above). 
This kind of verification process is conducted by the researcher throughout the 
project, but with the proviso that even with reference to multiple sources of data, 
interpretations are still partial and untidy. This is dealt with in some detail in a 
following section (see section 4a.iii); however, there are a number of strategies 
available for strengthening the validity of researcher interpretations. Perhaps the most 
popular- but also the most potentially hazardous- is 'member-checking'. 
(ii) Member/Participant checks 
Member, or more accurately in the present study, 'participant' checks comprise 
interactions among the researcher, interpreted data, and key participants that aim at 
verifYing the researcher's construction of participants' everyday lives (J. Myers 1992, 
p. 308; Stake 1985, p. 282). In my case, this involves each of the four case study 
participants, their parents, and their teachers reading and evaluating my reported 
interpretations of data pertaining to them. This proved a useful strategy for obtaining 
additional information and for evaluating - to some extent - the soundness of my 
interpretations. 
Participant feedback, however, can generate additional validity problems. Participant 
recall of events is open to reconstruction in much the same way as are the researcher's 
fieldnotes. And, again invoking Cole and Scribner (1974, p. 122), what people say 
they do, or think they do, does not necessarily match what they do. Accordingly, 
participant checks are insufficient validation on their own. Moreover, participants can 
rarely be expected to be able to check a researcher's theoretical interpretations. 
In the present study, I called on participants and significant others to primarily check 
the reasonableness of my characterisation of them and the seeming soundness of 
subsequent interpretations (see chapter 5, Part A). This they have done with much 
insight and helpfulness. For example, drawing again from Jacques' case, I had initially 
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interpreted Jacques as being uninterested in school. His mother, Monica, after reading 
the section on her son in chapter 5 (section 5.2) commented that rather than being 
merely uninterested, Jacques was, instead, extremely anxious about school36. Although 
I had been told about some of the trauma Jacques experienced in relation to school 
(e.g., physical illness in the morning, nightmares, etc.), I had not appreciated the 
extent to which this has shaped his actions at school, or impinged on his life out-of-
school. Indeed, Monica provided additional background information that required me 
to revise my interpretations of Jacques' in-class activity. Subsequently, I changed my 
interpretations of Jacques' 'joker' practices from a mechanism for making school 
bearable, to a process of dealing with his perceptions of himself as a particular kind 
of student (see chapter 5, section 5 .2d). 
Points of fact that I had misrepresented were set right (for example, job descriptions, 
church meeting times, eye colour, and so forth), and insider information such as the 
example described above were used to interrogate my draft findings. The latter, 
particularly, helped to strengthen the trustworthiness of my report. Overall, changes 
were relatively minimal and general feedback was encouraging to say the least. All 
four participants and their families expressed amazement at the degree to which I had 
managed to capture their everyday lives in print. For example, "Am quite awestruck 
again by your insight and evaluation especially considering the level of contact that 
you had" (letter from Monica, 19-7 -96), "I think you have expressed what happens 
in our family very accurately" (letter from Debra, 17 -8-96), and from Nicholas, "Elyse 
and I read the report and we found it very interesting. I was surprised at how much 
I have changed, and also how much I have not changed! The classroom stories still 
sound similar" (letter, 17-8-96). 
Although the kind of exchange of interpretations and responses among participants, 
their families, teachers and myself that I had optimistically envisaged when crafting my 
36 Telephone conversation, Friday 12 July, 1996. 
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data collection design did not occu27, I deem the use of participant checks invaluable 
in the present study. Such feedback served to increase my confidence in my 
interpretations, and supported my claims about the effectiveness of my methodological 
approach. Additional support for interpretations and claims based on my findings was 
obtained from a process of self-reflection and discussion with others. 
(iii) Self-reflexivity and values 
Research is a social practice, and researchers are inextricably part of a social world. 
Accordingly, researchers presently working at some sort of nexus of critical theory, 
education, and youth studies rarely describe themselves as neutral or objective 
observers. Indeed, '(r)esearch is never without interest: all forms of research impose 
values' (Quantz 1992, p. 471). Increasingly, reflexivity- reflecting on one's social and 
theoretical practices and assumptions as a researcher (as one among many identities) -
is becoming an integral part of current sociocultural research designs. Indeed, 
reflexivity is tied intimately to verifying interpretations of, and claims made about, 
ethnographic data: 
(a)s ethnographic researchers it is important to be aware of the 
controlling cultural mode of our own research and the ways, often 
multifarious and unwitting, in which our subjects and our relationship 
to them become artifacts of the epistemes that shape the direction of 
our theorizing (McLaren 1995a, p. 290). 
Thus, reflexivity in the present case was a process of regularly interrogating my 
assumptions about the area under examination, contexts, and people and practices 
being studied, and the relationships among my assumptions and my interpretations. 
37 I received very little feedback on drafts of sections of chapter 5 from the teachers involved 
in my study. I am not so naive as to suggest that this bespoke the quality of my early 
interpretations; rather, I am inclined to attribute this to the busy lives they lead, and to their 
'participant' rather than 'proprietary' interest in my study. 
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One method often associated with reflexivity, and employed in the present study, is 
the researcher journal38 . The primary aim- some would say ideal - of researcher 
journals is to make the familiar strange; that is, to try and make conscious one's 
commonsense and knowledge assumptions. This process should not constitute a 
'narcissistic turn', but rather 'a fundamental questioning of how the structured 
relations within which we live are implicated in the constitution of knowledge we put 
forward' (Simon & Dippo 1986, p. 200). 
Hence, I began my reflective journal long before entering the field. The opening pages 
of my journal were attempts to uncover my preconceptions about the research process 
and about participants and their everyday lives. For example, 
(Written one month prior to entering the field) 
The issues I am concerned with at this point in my research concern my research 
preconceptions. I am not a neutral observer and cannot suspend my own previous 
experiences- my time teaching in classrooms, my theoretical readings, and my other 
investigations into the ways children use language. All of this affects and effects what I 
look at, the way I look at things, and how I draw meaning from these things. 
Once fieldwork had begun, the bulk of this journal during fieldwork was written as a 
personal diary, documenting how I felt at various times during fieldwork, things that 
puzzled me, why I chose to wear mostly blue jeans and a white t-shirt (despite the 
heat), aspects of the research that were troubling me, and so forth. For example, 
38 See, for example: Delamont 1992, p. 76; Emerson et al. 1996, pp. 215-216; Guba & 
Lincoln 1988, p. 5. 
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Thursday, 25 August, 1994. 
This week I feel that my fieldwork has finally begun- I've been anticipating this stage of 
my PhD with a funny mixture of eagerness and dread. This in turn causes my 
confidence to wax and wane, and I have discovered that confidence is a large factor in 
conducting ethnographic-type case study research. A person needs to feel confident 
about her research purpose and question, about her research design, and have 
confidence in her abilities to carry it out in ways that are meaningful for a whole range of 
people -such as: herself, each case study participant, the teachers and families 
involved, her supervisor and colleagues, and her examiners. At times I feel weighted 
down by the responsibility of it all... 
This journal served a useful cathartic purpose for dissipating the intense concentration 
fieldwork required each day. However, I found - as previously indicated - that my 
research was taking an overly introspective turn and I was becoming the locus of my 
research attention, rather than my participants. Consequently, two weeks into 
fieldwork, I stopped writing in this journal every day, and turned to additional ways 
of exploring my assumptions about - and constructions of- participants and their 
everyday lives. 
The most serviceable insights into my assumptions were obtained from discussions 
with my principal supervisor and with other mentors and colleagues. Glesne and 
Peshkin refer to this as 'outsider audits' (1992, p. 147), and these audits certainly 
helped to strengthen the communicative validity and trustworthiness of interpretations. 
At times, these discussions were based on possible issues I had identified in writing 
about the research process in my journal. Other discussions stemmed from responses 
to interpretations I had written up and shared with colleagues, or presented at 
conferences. Having interested outsiders closely question my assumptions and 
interpretations threw many of my previously unexamined beliefs and presuppositions 
into stark relief 
This included interrogating my presumptions that gender would not be a significant 
variable in my study, that family socioeconomic status would be a significant variable, 
and so forth. For example, I initially assumed that because Hannah's family lived in 
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an area officially designated as disadvantaged, they would not demonstrate typical 
middle class behaviours, or hold mainstream middle class values. I was proved wrong 
time and again. Discussing this with others helped me to see my own complicity in the 
social construction of certain conceptions of' disadvantage'. 
To sum up, this was very much a process of dialogic reflexivity, and emphasised the 
importance of collaborative work in interpreting data. Moreover, I believe these 
discussions - in my eyes, a significant part of my apprenticeship to a community of 
scholars - support my research interpretations more strongly than researcher journal 
entries alone ever could have. 
(iv) Summary 
Communicative validity is evaluated according to the soundness of the argument 
threading through a study. This kind of validity is established by means of drawing on 
multiple sources of data to substantiate interpretations, and checking representations 
and interpretations with research participants. In the present study this also involved 
a group of collegial readers in running outsider audit checks on drafts of my research 
report. Alone, each process proves inadequate in verifying communicative validity 
claims; collectively, these strategies have provided me with a strong base from which 
to launch my interpretations of each case study participant's everyday life. Implicated 
in the evaluation of communicative validity is the trustworthiness of the data collected 
and subsequent interpretations. This comprises the content of the following section. 
4.4b Trustworthiness of data and interpretations 
Evaluation of the trustworthiness of ethnographic data and interpretations relies on 
'the credibility of portrayals of constructed realities' (Kinchloe & McLaren 1994, p. 
151). Much of this credibility is dependent on the perceived overall coherence of the 
research question( s ), theoretical framing, and data collection and analysis designs in 
ethnographic case study research (cf., Guba & Lincoln 1988, p. 85; Lather 1991, p. 
66). 
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More specifically, 'sufficiency' is an important dimension in establishing the 
trustworthiness of a study and its reporting. Sufficiency, in ethnographic-style 
research, pertains to the amount of data collected and the quality of evidence provided 
in support of interpretations. Within the present study, data collection was deemed 
sufficient - but not necessarily exhaustive - when information began to be repeated to 
the point of redundancy (Fetterman 1989, p. 20). Sufficiency claims in respect of data 
collection are strengthened by means of cross-examination of data, participant checks, 
and dialogic interrogation. For example, I knew I had collected enough data about 
Jacques as a worker when comments made by Jacques, his parents, his brother, and 
to some extent, his teacher began to overlap and construct a thick description of 
Jacques that accommodated worthwhile analysis. 
The quality of data is measured according to the interpretive possibilities such 
information enables, and the degree to which these interpretations are reliable and 
address the research questions. Cross-examining data, reflecting on the kinds of 
questions I asked and responses I gave in interviews, and taking into account the time 
and place of data collection, helped me to sift questionable information from more 
robust or verifiable data and interpretations. 
The key to collecting quality data is constructing a sound and coherent research 
design. In the present study, I have endeavoured to make my methodology explicit so 
that it serves as a touchstone for evaluating the study's theoretical framing, data 
collection methods and the data they were used to collect, analytic methods, my role 
as researcher, and reporting emphases (cf, Green & Dixon 1993; LeCompte & 
Preissle 1994, p. 316). 
However, judging the sufficiency of evidence used to support interpretations and 
claims requires the reader to simultaneously judge the overall credibility and 
soundness of the report. My aim here is not to repeat the myriad discussions 
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pertaining to authorial craft and authority currently available39. At present, I am most 
interested in the credibility and anticipatory accommodation of my reporting. Each 
of these constructs is discussed in tum. 
Egon Guba and Yvonne Lincoln identify credibility as a key element in ascertaining 
a study's trustworthiness (1988, p. 84). The credibility of reported research is the net 
effect of the communicative validity strategies documented above. In addition, Joe 
Kinchloe and Peter McLaren, among others, extend the criteria involved in 
ascertaining credibility to include what they term 'anticipatory accommodation' (I 994, 
p. 151). This kind of accommodation is embodied in the reader's familiarity with 
similar studies, research terrain, theoretical framings, and such like ( cf, Lather's 'yes, 
of course' responses 1991, p. 69). In effect, the trustworthiness of a study can be 
claimed by a researcher, but ultimately can only be verified by readers. 
In addition, the trustworthiness of a study is cumulative, built up over the course of 
reporting. The strategies for establishing communicative validity (i.e., using multiple 
sources of evidence, participant checks, and reflexivity) are crucial factors in 
establishing this trustworthiness, and form the supporting warp threads for the 
remaining two chapters (i.e., chapters 5 & 6). Furthermore, the trustworthiness of my 
findings is enhanced by locating the study within a supporting network of theoretically 
or methodologically similar studies, that I as a reader have judged to be trustworthy. 
Consequently, I am able to accord a kind of authority to my claims by invoking the 
names of key players at a similar junction of discourse analysis, education, and 
ethnographic research; particularly those working at the complex school and out-of-
school interface40. 
39 
40 
See, for example, various extended discussions in: Atkinson 1990; Clifford 1986; Clough 
1992; Coffey 1996; Coffey & Atkinson 1996; and Zeller 1995. 
See, for example, among many others: Breen et al. 1994; Cairney et al. 1994; Cook-
Gumperz 1993; Delgado-Gaitan 1990; Freebody et al. 1996; Heath 1983; Heath & 
McLaughlin 1994; Hull & Rose 1994; Lesko 1988; McLaren 1993; McRobbie 1994; Moll 
1992; Walker 1988. 
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As well as establishing the communicative validity and trustworthiness of a report as 
part of evaluating the quality of an ethnographic case study, it is also necessary for me 
to substantiate that I have acted ethically throughout the study (Lincoln & Guba 1990; 
Merriam 1988, p. 178). Accordingly, ethical considerations pertaining to the present 
study, my role as a researcher, and my responsibilities to participants are discussed 
below. 
4.5 ETHICS, RESEARCHER ROLE, AND RESPONSIBILITY 
In addition to the natural duties and obligations incurred by entering into voluntary 
cooperative enterprises with others, Ernest House (1990, p. 160) provided two 
principles that usefully guided ethical considerations in the present research: mutual 
respect, and noncoercion and nonmanipulation41 . 
Respect, on my part, included among other things: never contradicting a participant 
or deliberately leading them to think of themselves as inadequate, always displaying 
sensitivity to situations of tension or trouble, judging when and when not to probe, 
never assuming access to a site or situation but always asking permission to observe 
or become involved ' 42, sharing with participants aspects of my own life, and actively 
and explicitly including participants and significant others in as many research 
decisions as possible. Respect was reciprocated in countless ways, and included 
introducing me to others and including me in family discussions, checking on my 
welfare (e.g., offering a drink, afternoon tea, etc.), and demonstrating unconditional 
trust in me. 
41 
42 
He also identifies a third principle: support for democratic values and institutions. 
However, this is a complex and idealistic construct. Research reporting is rarely 
democratic despite the researcher's personal politics and values ( cf., Heath 1993; McLaren 
1995a; Roman 1992). ·This is discussed in more detail in this section. 
This included checking with others present; for example, classmates, friends, relations, 
other teachers, and so forth. 
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Thus, I never wittingly coerced participants into behaving or speaking in certain ways. 
The general aim of the study was explained to them during familiarisation visits by 
with the help of detailed consent forms, and again at various times during fieldwork 
as I felt necessary43. Written consent did not extend beyond participants, their parents, 
and their teachers. Reporting participants' interactions with others who had not given 
their consent remains an unsolved ethical dilemma for me, mitigated to some extent 
by ethical clearance from the QUT Biomedical Ethics Committee, the State Education 
Department, and the Catholic and Lutheran Education Offices. 
At times, as already mentioned, I was made an unwilling accomplice in mild 
subversive or teasing behaviour, particularly by Nicholas and Jacques. Had the 
observation periods been of longer duration, such manipulation would have become 
a significant issue; one needing to be addressed explicitly. As it was, little damage 
appeared to have been done, and it certainly afforded me further insights into both 
boys' attitudes towards school and schoolwork. 
I am well aware, however, that my presence impacted on the lives of participants and 
their families, just as they impacted on my own life. This set in place considerable 
tensions for me, particularly when it came time to leave the field. For example, 
Jacques' teacher confirmed my suspicions that Jacques had acquired a great deal of 
kudos in the eyes of the in-crowd of males in his class. Usually, these boys would not 
let Jacques play with them; however, during the observation period they allowed him 
onto the tennis court, borrowed his jacket, and sat next to him in class. Much of their 
conversation centred on what they would be called in the "book" that was being 
written about him. In turn, Jacques publicly abandoned Sean, who had been his 
staunchest friend in class. 
43 For example, as previously identified, participants and their families repeatedly worried 
aloud that I would not be able to collect enough data for my purposes. I reassured them that 
I would be most likely to collect too much data from them, and briefly described - or 
showed - the kinds of things I was recording. 
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I felt helpless in this situation; all I could do was warn Jacques' parents that he might 
feel socially and emotionally dislocated once official observations were completed. 
This was an inadequate and insufficient response to the situation, but I have learned 
much as a consequence, particularly in relation to researching individuals who are 
marginalised in certain contexts. Additionally, I was particularly rigorous in selecting 
trustworthy data to report about Jacques' social and language practices at school, and 
tempered my interpretations in light of the impact my presence may have had on 
Jacques' practices and interactions at school. 
As perhaps already indicated, the level of trust afforded me by participants and others 
was humbling. My commitment to honouring and reciprocating the trust shown me 
by the four participants, their families, and their teachers, extends unapologetically to 
what I have chosen to report and not report. This includes not reporting or 
commenting on general classroom management strategies with which I did not agree, 
others' constructions of'disadvantage', or intensely private and personal information 
told to me during home visits. Likewise, I have chosen not to comment explicitly on 
possible relationships among socioeconomic status, language use, and social practices. 
By planning for ethical behaviour in my approach to case study research and 
encouraging contact long after fieldwork had ceased, I hoped to avoid becoming a 
'voyeur' or an 'intellectual tourist' (Roman 1992, p. 590). A voyeur's rapport is 
intentionally short-lived, and premised on the idea that 'the ethnographer's role is to 
extract the research subjects' commonsense knowledge and withdraw from the 
intimacy established when the research is completed' (ibid.). Intellectual tourism refers 
to the 'discursive codes and cultural practices to which an ethnographer consents 
when she or he conducts research as a brief excursion, foray, or sightseeing tour into 
"other" people's lives' (ibid.). 
Ethnographic case study risks perpetrating both types of researcher roles. However, 
participant collaboration on research decision-making, communicative validity 
measures such as participant checks and reflexivity, and commitment to participants 
as - to some degree - colleagues rather than as merely 'others', help shape a 
182 Chapter 4: Research design, methods, and tools 
researcher role that is more concerned with responsibility for participants and 
respectful portrayals of them, than with exploitation and narcissism. Final arbitration, 
however, belongs with participants, their families, and their teachers. Thus, I am 
convinced that participants did not feel part of a hit-and-run study as suggested by 
invitations to visit again, visits to my home, cards sent to me at Christmas time, and 
newsy letters that keep me up-to-date with family happenings. 
Consequently, considering ethics, the role of the researcher, and the researcher's 
responsibilities in relation to representing participants, entail decisions about what to 
include in the final report. This is taken up in the next section. 
4.6 CHOOSING REPORTING EMPHASES 
Case study reports do not - indeed cannot - report every interpretation made about 
every piece of collected data. To attempt to do so would be to produce an obfuscating 
document, suffocating under the weight of its own detail. Decisions must be made 
about what to report, and what to leave for other contexts or venues. There is, 
however, a danger in case study reporting of paring back too many details so that the 
account becomes oversimplified or caricatured (Merriam 1988, p. 33). Indeed, Guba 
and Lincoln (1981, p. 377) also warn of case study reports 'masquerading as a whole, 
when they are but a part - a slice oflife'. This resonates with the paradox identified 
earlier, and suggests that issues of communicative validity and trustworthiness require 
delicate balancing acts. 
There are no hard and fast rules for deciding what to emphasise in an ethnographic-
style report. Usually, some set of criteria is imposed on the data that explicitly focuses 
reporting (cf, Carspecken 1996, p. 173; Coffey 1996, p. 69). Thus, within the 
theoretical framing of my study, I chose to focus on the various ways in which 
constructions of 'being a student' were enacted by participants, as well as on at least 
one other aspect of their everyday lives that appeared to me to be significant. My 
criteria for selecting these foci included: selected foci were relevant to my research 
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questions, data constituting these foci were trustworthy and could be communicatively 
validated, and reporting these foci would not breach ethical considerations established 
for my study. 
In addition, the research questions underpinning the present study are best addressed 
by investigating large patterns of language and social practice in school and out-of-
school. Therefore, the following chapters do not include presentations of detailed 
linguistic or interactional analyses. Likewise, explorations ofDiscourse membership 
within the scope of the present study, I believe, are best served by analysing patterns 
of language and social practice, rather than by always - or exclusively - engaging in 
intensive moment-by-moment discourse and interaction analyses. 
Accordingly, from the range of reporting strategies available, narrative approaches 
that enable rich descriptions of events and practices seem best suited for reporting my 
D/discourse analyses. This is the tack I have chosen to take for reporting and 
discussing the findings of the present study (see chapter 5). 
4. 7 CONCLUSION 
In conclusion, I propose that the research design crafted for the present study was 
well-matched with my research questions and aims. Data were collected by a range 
of techniques and tools, which effectively maximised opportunities for cross-
examining data and thus strengthened the trustworthiness of interpretations. Indeed, 
the data collection design employed in this study resulted in a thickly descriptive and 
fruitful data base from which to launch investigations into the usefulness or otherwise 
of Gee's D/discourse theory and Green's data mapping methods in the present study. 
This data base also facilitated interrogations of the language claims and assumptions 
informing the Queensland English syllabus. Findings are presented in the following 
chapter. 
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With regard to presenting these findings to readers, writing ethnographically is a 
process of transforming data into 'meaningful patterns'; however, in so doing, 
researchers 'exclude other patterns, meanings, or causes' (Fine 1993, p. 290). Such 
incompleteness is inevitable. Nevertheless, this aspect of ethnographic reporting 
should never be used to gloss over poor research. Accordingly, I have endeavoured 
to lay foundations for judging the communicative validity and trustworthiness of my 
research within this chapter and the next. 
Moreover, the interpretations presented in chapter 5 and discussed further in chapter 
6 are neither meant to be exhaustive, nor to stand as the only interpretations available. 
In using key elements of data mapping processes to analyse D/discourses in the 
everyday lives of four adolescents, I believe I have developed one possible, and 
effective, way of approaching research at the complex intersection of language, 
education, and social practices. Moreover, and perhaps most importantly for present 
purposes, I have obtained findings that bear usefully on my research questions and 
rums. 
Chapter 5: Findings 185 
CHAPTER 5: fiNDINGS 
5.0 INTRODUCTION: REPORTING THE CASES 
All case study reporting is necessarily incomplete; reporting everything observed, 
heard, or collected is unmanageable, for both writers and readers. Consequently, some 
sort of scheme is necessary for selecting what to report and for justifying these 
selections. A reporting scheme also brings a kind of logic or artificial tidiness to the 
discussion of findings so that the final report is a product of research, not merely a 
record of the process (Zeller 1995, p. 75). There are myriad strategies for reporting 
case study analyses, although guidelines for decision-making are set in place by the 
research question(s), theoretical framing, research design, and data collection and 
analysis methods of a study. Outcomes of my focus on everyday language and social 
practices, structured by an ethnographic, multiple case research design, are presented 
most effectively by narrative styles of reporting rather than by statistical or hypothesis-
based compositional structures1. 
Narrative approaches to case study reporting yield useful reporting tactics, including: 
scene-by-scene, characterisation, point of view, interior monologues, and composite 
reporting (Zeller 1995, p. 79). Ofthese, the latter two strategies rely on fictional 
accounts to convey data analysis and interpretation, and as such, are open to debate 
regarding claims of analytical and interpretive trustworthiness of the kind required for 
doctoral research (see, for example, Clough 1992; Zeller 1995). Accordingly, these 
narrative strategies are unsuitable for present reporting purposes. Scene-by-scene 
reporting, characterisation, and point of view reporting strategies hold more promise 
in this respect. These strategies are outlined immediately below, then briefly discussed 
in relation to my own research reporting. 
1 See discussions in, forexamp1e: Coffey & Atkinson 1996, pp. 112-117; Stake 1995, pp. 40-43; Zeller 
1995, p. 76. 
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Scene-by-scene reporting: This approach usually produces a linear 
presentation and analysis of events. Time is treated as a progression of 
events, and each event has a beginning, middle and end. This kind of 
chronologically-sequenced reporting is detailed and particular. An 
important variation on this approach foregrounds a significant scene or 
key event, which is then analysed and discussed (Stake 1995, p. 128). 
2. Characterisation: Character descriptions, supported by transcribed 
dialogue, can be used to carry the evidence for claims made about 
participant's membership in various social groups. Characterisation is 
achieved by reporting the researcher's impressions of the participant's 
character, appearance and attitudes, apparent motivations, interactions 
with others, ways of speaking, and so forth (Zeller 1995, p. 80). 
3. Point of view: Point ofview reporting does not attempt to lay claim to 
positions inside the mind of a research participant. Rather, this strategy 
is concerned with the technical management of point of view (ibid.; 
Carspecken 1996, pp. 48-9). That is, the researcher may choose a 
panoramic perspective for reporting interpretations in broad pen strokes. 
On the other hand, the researcher may choose to focus more sharply on 
a single character, and organise the report around this character and her 
relationships with others and everyday events. 
Scenes - or key events - are, in a sense, representations of social activity and can 
convey a 'wealth of meaning' (Fetterman 1989, p. 93). Using them as reporting 
devices provisionally partitions data into manageable chunks that can be analysed as 
part of a larger whole. This approach is very like snapping a photograph, which holds 
still a moment in time for detailed scrutiny. These snapshot scenes are always already 
interpreted through (and by) the lens of the photographer/researcher. Nevertheless, 
analyses of details in snapshots can be examined in relation to wider contexts or to 
other events at other times (past, present, and even future in some instances) provided 
there is sufficient and trustworthy evidence to support wider-reaching claims. 
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This reporting strategy is conceptually consonant with the event mapping procedure 
employed in my study (see Chapter 3, section 3.5b). That is, I am able to select a 
mapped event that I believe effectively represents particular patterns of social action 
and interaction pertaining to the case study participant, and use this event to launch 
a discussion of my interpretations of these patterns (see, for example, chapter 4, 
section 4.3). 
In addition, characterisations of participants assist in identifying key personal and 
social factors or attributes that are not necessarily elements ofreported events (e.g., 
general physical appearance, styles of conduct, family constitution, hobbies, etc.). 
Characterisation aims at bringing participants to 'life' on the page. This strategy can 
also be used to help contextualise claims, all the while recognising that 
characterisations are far from neutral in their construction2. Nevertheless, I have 
endeavoured to represent participants as objectively as possible, using my own 
observations in conjunction with personal profile questionnaires completed by 
participants, interview responses, and comments by teachers and others (e.g., 
classmates) to guide each characterisation. Participant checks have also proved 
extremely useful, with all four participants and their families commenting positively 
on the accuracy of respective portraits. 
Characterisations need not be chronologically linear, and can be interwoven with 
snapshots of events that are organised around themes rather than times (e.g., a 
characterisation may be composed from any number of instances of family talk around 
the dinner table, and is used to provide accumulated evidence for interpreting that 
family's interactional patterns). Within the present study, the time and space flexibility 
afforded by characterisations endows snapshots of events with additional interpretive 
possibilities. 
The language used to describe participants is a case in point. For example, 'laughed' or 'chuckled' 
have different social connotations to 'giggled'. 
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Employing point of view considerations as part of my reporting logic assists in 
drawing boundaries around what is and is not reported. This strategy also assists with 
establishing the 'analytic periphery' of findings and claims (Yin 1989, p. 147). For 
example, Jacques' teacher's dilemma over which university to choose to enrol in for 
a Masters degree provided valuable insights into current pressures on teachers to up-
grade their qualifications in addition to already heavy workloads. However, to report 
this in detail would needlessly shift my stated interpretive focus away from Jacques 
and his concerns about schooling and academic performance. Thus, point of view foci 
usefully limit reporting by delineating manageable data selection parameters. 
However, there is also a danger in adopting this approach that the research focus 
becomes too narrow and excludes significant events or interactions. Consequently, 
combining point-of-view reporting with snapshots of events and characterisation 
strategies enables me to focus as much as possible on participants as fully implicated 
in a network of relations with people, objects, and other phenomena (e.g., institutions, 
technology, youth culture, etc.). This well suits my research purposes. 
The reporting scheme outlined above, however, produces an interesting dilemma 
with regard to reporting in an 'ethnographic present'3 or in a past tense4. For my own 
purposes, I have elected to shift between present and past tenses in order to convey 
a sense of action and context. Thus, for example, in this thesis the present tense 
usually denotes what seems to be ongoing or enduring practices and phenomena at the 
time of the study, and past tenses are used largely to indicate observations made in 
particular contexts and at particular points in time. 
The following chapter is divided into two parts: Part A and Part B. Part A presents 
the four case study participants in turn. My reporting logic comprises a 
characterisation of each participant and a series of snapshots constructed from event 
mapped fieldnotes, transcribed audiotapes of interviews and lessons, and other sources 
3 See, for example: Fetterman 1989, p. 116; Coffey & Atkinson 1996, pp. 108-138. 
4 See, for example: van Maanen's discussion of 'realist tales' 1988, pp. 45-72; Stake 1995, p. 129. 
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of data (see Chapter 4, section 4.2c especially). These snapshots variously represent 
recurring patterns in the everyday lives of study participants, comprise unique or 
startling events, or are a combination ofboth. These snapshots and my accompanying 
interpretations become terrain for interrogating the usefulness of D/discourse 
distinctions in analysing each participant's everyday language and social practices in 
school and out-of-school contexts. 
Part B comprises a cross-case analysis of data and presentation of findings. This 
section does not attend to these cases as though they are comparable in a generalisable 
or universally applicable sense. Rather, the aim of this section is to highlight a possible 
range of language purposes and practices brought to - and accruing in - any given 
primary school classroom located within techno-industrial societies at present. 
Subsequently, and in order to address my research questions directly, cross-case 
findings are compared with the language and literacy assumptions and claims 
underpinning the Queensland English syllabus. Evaluation of the study, its 
contributions to current understandings of adolescents' language and literacy 
practices, and some of the possible implications study findings hold for language 
education are presented in Chapter 6. 
PART A 
Key to codes used in reporting: 
Indicates verbatim utterances, or a participant's term/label for something. 
Indicates overlapping utterances 
Indicates a pause (one dot equals 0.1 of a second) 
xxxx Inaudible utterance 
Indented sections in reported snapshots indicate undercurrents of action and 
interaction. 
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5.1 NICHOLAS 
Nicholas (aged 12 years at the time of the study) is tall for his age, with the lanky 
build of a basketballer. His short brown hair is cut stylishly, and he likes to dress 
fashionably, but comfortably, away from school. His smile is ready and engaging, and 
his manner is open and friendly. Watching Nicholas, one is struck by his energy; he 
is rarely still. Talking with him is often a humorous event when he brings his keen 
sense of irony and quick wit to bear on the conversation. 
He lives with his family in a predominantly white upper-middle class suburb on the 
western edge ofBrisbane. His mother, Debra, teaches business principles at a nearby 
independent secondary school, and his father, Russell, works long hours as a project 
manager responsible for coordinating interior designers for construction companies. 
Both Debra and Russell are very active in their Uniting Church; Russell is a church 
elder and Debra runs a Sunday group for young teenagers with the help of Nicholas' 
older brother, Joshua (18 years). 
Joshua is in his final year of schooling and hopes to enrol in a computer science degree 
at a Brisbane university next year. Nicholas also has two older sisters, Jacinta (16 
years) and Elyse (14 years). Jacinta would like to work in sports medicine, but fears 
her final marks will not be "good enough" and may opt for a human movement 
degree. Elyse would like to work as a teacher or in an office somewhere, but "not as 
a secretary" (Monday 17 October, 4:25pm). After reading John Grisham's The Client 
and visiting the Queensland Parliamentary offices as part of a school excursion, 
Nicholas is considering becoming a lawyer, or someone else who "makes a lot of 
money" (interview 1: utterance 486; interview 2: utterances 316 and 3 20). 
Nicholas, his sisters and his brother are encouraged by Debra and Russell to 
participate in a range of activities outside school. Nicholas, for example, regularly 
attends Church, Sunday School and up to four church-related youth groups, plays in 
basketball fixtures, has regular piano lessons, and has a paper run. 
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Family life appears close and loving. At the time of the study, Nicholas identifies his 
family as the most precious thing in his life (personal profile response). Nicholas and 
his mother enjoy a particularly warm and loving relationship5. They read the same 
books for relaxation, go 'halves' in buying music compact discs, and work 
collaboratively on school homework and projects. Discussion and democratic 
negotiation feature in this family's interpersonal relations. For example, each family 
member was involved directly in deciding which house to buy when they moved to 
Brisbane from Melbourne five years ago. 
Nicholas is popular with students and teachers from all grades at the large Lutheran 
primary school he attends. He is often called on by school friends to mediate disputes 
concerning, for example, technical points in basketball rules or who should be on 
whose team. Nicholas' teachers often ask him to carry out a variety oftasks calling 
for responsible and reliable behaviour (e.g., tutoring Year 1 students' reading or 
relaying messages to other teachers). His teacher, Mr Lasseter, rates Nicholas' 
language and literacy skills as "well above average". Nicholas himself is keen to be 
seen doing well at school. For example, 
(Tuesday 18 October 1994, 12:1 Opm. Day 9 of observations) 
EVENT:MATHS 
SUB-EVENT: Mental maths sums Mr Lasseter tells students to start working on their 
mental maths problems. Nicholas finishes and takes out The Client and begins reading. 
He marks his work as Mr Lasseter reads out the answers. When finished, Nicholas calls 
out: "Mr Lasseter, I got one hundred percent!" His teacher nods and tells students to 
take out their maths text books. 
Mr Lasseter's classroom is square-shaped, with banks of large windows along parallel 
walls. This makes the room light and airy, although not airy enough to dispel the 
5 Unfortunately, very little can be said about Nicholas' relationship with his father due to Russell's long 
working days. His time at home fell largely outside observation periods. When Nicholas and Russell 
were observed interacting (e.g., at Church, at basketball fixtures), they evinced an affectionate and 
comfortable relationship with each other (evidence includes, for example: chatting about the game, 
Russell 'lending' money for a drink, talking after church, Russell's commitment to managing 
Nicholas' basketball team). 
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already heavy heat oflate October. The classroom is organised along traditional lines; 
the teacher's desk is at the front of the room at right angles to the chalk board, and 
students' desks are arranged in serried rows. The seating arrangement is girl-boy-girl-
boy, although Nicholas explains that this is a relatively recent arrangement caused by 
everyone talking too much in class with their friends. Nicholas sits in the back row 
near the double door leading to the open verandah outside. However, he is given to 
roaming the room during self-directed work times and chatting with his mates, or with 
Mr Lasseter, with whom he appears to enjoy a friendly relationship. 
A number of themes or forms of life can be identified within this all too brief 
characterisation ofNicholas. These include, among many others, being: a member of 
a particular family, a member of a church, a successful student, a mate, and a 
basketballer. Nicholas lives out or enacts these various memberships and social 
identities in complex and dynamic ways, and with varying degrees of apparent 
seamlessness or disjunction. The following two snapshots present some of these 
complexities for closer analysis. 
The analytic usefulness of Gee's D/discourse theory in interpreting Nicholas' everyday 
language and social practices will be evaluated at regular intervals within the following 
discussion of these snapshots. This pattern is repeated for the remaining case study 
reports, and the overall usefulness of Gee's theory in the present study is evaluated 
at the conclusion of part A (section 5.5 below). 
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5.1a Snapshot 1 
(Monday 10 October 1994, 9:20am. Day 1 of observations) 
EVENT: LANGUAGE LESSON 
SUB-EVENT 1: Spelling 
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Mr Lasseter asks students to call out their pretest spelling scores, and begins recording 
them in a notebook. Nicholas delivers his score- nineteen out of twenty- in a loud voice, 
then asks Mr Lasseter whether he had fixed up his score from last week which had been 
recorded incorrectly. The students continue working on the spelling exercises in their 
English textbook. 
Nicholas chats about the spelling list and definitions with -r:im sitting in the row in front, 
then with Rajiv who sits two desks over. 
SUB-EVENTS 2 and 3: Writing task and 'Rubber War' 
Nicholas' completes his spelling activities and begins working on a writing task. His best 
friend, Stuart, stops by Nicholas' desk on the way to the rubbish bin and says, "Y'know, 
it's supposed to be a short story", gesturing towards Nicholas' writing. "It is a short story", 
Nicholas insists, and they discuss how long a short story should be. Stuart is called over 
to see the teacher, then returns with his writing book and leans on the empty desk 
beside Nicholas and rubs out something in his book. 
James throws a small piece of rubber at Stuart, who looks up and pulls a face. 
Nicholas begins reading some of his written text to Stuart, who is again called over to 
see Mr Lasseter. From across the room, Mr Lasseter asks Nicholas if he has finished his 
book review and placed it in his writing folder. Nicholas calls out "Yep", then says more 
quietly, "Yeeesss, Mr Lasseter" in an exaggerated voice. 
The teacher turns to talk with a student, and Nicholas swings around in his seat 
and hurls a piece of rubber into James' chest. James retrieves the piece and 
throws it, hitting Nicholas in the back of his head. Nicholas rubs his head and 
grins, then pitches another piece of rubber across the room at Stuart. James, 
Rajiv, and Tim join in. 
(9:50am) Mr Lasseter finishes speaking with the student and tells everyone to take out 
their Social Studies books. 
Quantification of work in teacher-class interactions and in Nicholas' in-class dealings 
with his peers is a repeated pattern in this classroom. This is despite Mr Lasseter's 
exhortations to his students that "All you've got to do is improve yourself No-one's 
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better than anybody else" (interview 2: utterance 090). However, over sixteen teacher 
references to tests and test scores were recorded during the eight days of in-class 
observations. Although this could be a product of the time of year in which 
observations were conducted (i.e., close to the end of the school year), this emphasis 
was not so apparent in other classes observed later in October and in November of the 
same year. This emphasis on scores in Mr Lasseter's class seemed to permeate male 
students' in-class interactions in particular, and they were observed regularly 
comparing test scores and assignment marks. 
Many interpretations regarding Nicholas' practice of quantifying his work and 
focusing on accuracy over content can be made, and it would be easy to label such 
activity as competitively motivated alone. However, this interpretation is complicated 
by other collected evidence which suggests Nicholas understands some of the pitfalls 
incumbent in accentuating quantity over quality, and indeed, can be quite scathing 
with regard to the quality and value of some school tasks he is set regularly to 
complete. For example, 
(Monday 10 October 1994, 5:1Opm. Day 1 of observations) 
EVENT: DOING HOMEWORK 
Nicholas sits at the kitchen table and tells me he has to work on the English Magic 
exercises set for spelling homework. He laughs dryly and says there's no point to doing 
them. I ask him what he had learned from the literal and figurative language exercises he 
had done in class today and he replies, "Nothing. It was just a time filler". Debra interjects 
from the laundry, "Why is that? Why do students say they don't learn anything? I hear it 
all the time from my kids". Spelling is a waste of time, too, according to Nicholas. He has 
to rewrite all of his spelling words twice - even though he only got one wrong in his pretest 
this morning. He shows me the work set in English Magic and explains that instead of 
writing the sentence given in the book and filling in the missing word from his spelling list, 
all he has to do is write the word. Other work also requires only one-word answers (e.g., 
'Write verbs from these nouns: composer, conductor, etc.'). He explains that this is no 
way to learn spelling: "Writing a word instead of a whole sentence doesn't give you the 
meaning of the word, and if you can write the word, then you already know its meaning, 
so what's the point?" 
Chapter 5: Findings 195 
In relation to learning, Nicholas can be said to be distinguishing between 'meaningful 
activity' and 'doing school'. The former appears to be, for him, tied to learning, 
whereas the latter is more closely aligned with doing as the teacher says. Nicholas also 
demonstrates a meta-level understanding of what kinds of student performances are 
valued by his teacher. Thus, for Nicholas, being a 'good' student in Year 7 involves 
'getting things right', lrnowing the exact answers, filling in the blanks, and producing 
a teacher-set amount ofwork. 
My observations suggest, however, that Nicholas has acquired (in Gee's sense) an 
understanding that successful learning requires much more than these kinds of display. 
Such acquisition occurs through being immersed in effective student practices that 
have become an organic part of home life for Nicholas. Such practices are modelled 
by his brother and sisters as they complete their own school assignments - and 
complete them very successfully by all accounts. Even more noticeably, the ways in 
which Debra works on school tasks with Nicholas at home involve explicit modelling 
and demonstration of effective student practices. This holds significant educational 
and economic implications for Nicholas' life chances beyond primary school and is 
investigated by means of the second snapshot presented in a following section (see 
section 5.le below). 
S.lb Interpreting 'being a student' and 'being successful' 
I find that bringing to bear Gee's theory ofD/discourses on collected data assists with 
interpreting what 'being a student' and 'being successful' at school might mean for 
Nicholas. As a result, I propose that Nicholas embodies a particular 'student 
Discourse' at school that is constituted in part by the institutional - and therefore, 
cultural, social, and normative - role of primary schools in Queensland. That is, he 
wears the regulation school uniform6, he sits at a desk for the greater part of each 
6 That is, blue checked shirt with the school's insignia embroidered onto the shirt pocket, navy shorts, 
grey socks, black lace-up shoes, and a blue cap for wearing in the sun. 
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school day engaging in (usually) teacher-set tasks, and his body, ways of speaking, 
and actions are regulated by clocks, bells, other people, and sometimes by himself 
Nicholas is also a member of a particular modulation of this institutionally constituted 
student Discourse that is specific to his class. That is, particular configurations - or 
coordinations - of his teacher's Discourse memberships, the school's alignment with 
Lutheran Discourses and with the institutionalised student Discourse, to name only 
some of the more obvious imbrications, coalesce with a particular social group; 
Nicholas' class. Thus, for Nicholas, it appears that being a member of the student 
Discourse as constituted and enacted within his classroom (i.e., a student sub-
Discourse7) requires him to focus on accuracy and quantity of work, to conduct 
himself as an independent and fast worker, to show respect for the teacher and the 
teacher's knowledge, and to sit or behave as though he is attending to the lesson at 
hand. 
Membership in this student sub-Discourse is played out in Nicholas' student 
.Q.iscourses, as well. He demonstrates mastery of how to speak in class in ways that 
show him to be a successful student. He participates actively in class discussions (but 
only when he has the answer, or has what he - and not necessarily his teacher-
considers to be a relevant anecdote), asks the teacher to clarify points that are unclear 
for the rest of the class, reminds the teacher about layouts for writing in different 
subject areas, talks with peers about work progress and scores, displays for his 
classmates high scores on tests and positive teacher feedback on work submitted, and 
so forth. Nicholas' mastery of successful student .discourse - in this class - is 
reinforced by Mr Lasseter, who repeatedly takes up and extends Nicholas' 
contributions to discussions and other class work. Thus, in a sense, Nicholas is also 
used by his teacher as a 'class model' of effective student .discourse. 
7 As discussed previously (see chapter 3, section 3.4b), I use the term 'sub-Discourse' throughout this 
thesis to differentiate between a particular configuration of a Discourse and its (relatively) more stable 
and enduring 'parent' Discourse. Gee uses the terms 'master Discourses' and 'sub-Discourses' in this 
way. This is not to promote endless and ultimately meaningless sub-categories of Discourses, but 
rather, to enhance the possibilities for exploring identity and subjectivity as complex phenomena. 
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However, Nicholas - as already indicated - is also aware of other student Discourses; 
evinced by his understanding of 'meaningful activity' as opposed to merely 'doing 
school'. Observing his brother and sisters completing their school-set tasks and 
engaging in collaborative practices around schoolwork at home - along with the 
language used to talk about language, learning, and work quality with his mother -
have shown him ways of being a successful student other than the student Discourse 
enacted in his class. This home version ofbeing a successful student can be interpreted 
as another modulation of the institutionally constituted student Discourse operating 
in Queensland and described above. Although much could be said here about the 
implications of Nicholas' access to at least two versions of a student Discourse, this 
is best explicated in relation to snapshot 2 below (section 5.le). 
Nicholas' membership in a particular student sub-Discourse is not the only form oflife 
Nicholas lays claim to at school, and the student Discourse he enacts in class is thrown 
into high relief at times by his membership in a same-age group of males attending the 
same school. 
S.lc 'being a mate' 
Schooling, for Nicholas, is borne mostly with a kind of patient endurance, made 
conspicuous by regularly sliding down in his chair and resting his head on the chair-
back, yawning, humming, scribbling aimlessly in his workbooks, fiddling with objects 
and so forth during teacher-to-whole-class talk times. This alternates with regular 
border-line displays of subversive behaviour during individual work periods or during 
intervals between curriculum subject changes. Such behaviour marks him as a member 
of a particular group of male friends - his "mates" - and largely manifests itself in a 
range of softly violent - and competitive - ways of acting, speaking, and maintaining 
relationships. 
For example, the Rubber Wars observed on the first day of school-based fieldwork 
were a regular feature of in-class behaviour for Nicholas and his mates. In subsequent 
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conversations Nicholas described how they began with rubber bands as ammunition 
until reprimanded by the vice principal. Now they use bits of rubber (see also chapter 
4, section 4.3). The boys also hand wrestled each other, which comprised trying to 
twist an opponent's hand and arm until he begged for mercy. Hand wrestling occurred 
mostly in class behind chair backs, while standing in line, or while the teacher was 
engaged elsewhere in the classroom. 
Another repeated form of soft violence was enacted in "High and Low Fives". This 
comprised hitting an opponent's open palm as hard as possible with your own, and 
vice versa. The first person to submit was the loser. Nicholas claimed it hurt "really 
bad", but he never surrendered. Afterwards, they liked to compare the redness of their 
hands. In all cases, these ways of interacting involved displays of physical prowess, 
courage, and competition, rather than quick wittedness, intelligence, world 
knowledge, and other characteristics pertaining to the student Discourse promoted in 
Nicholas' class. 
In addition, boys on the outer edge of this group of mates were seen offering their 
open palms repeatedly in High and Low Fives interactions, or putting out their hand 
for a wrestling bout. This can be interpreted as overt efforts towards becoming full 
members of this group by challenging insiders, or by acting as a foil for letting full 
members display their strength (and in this way become tolerated by the group of 
mates, if not accepted). In any case, there are identifiable norms, values, ways of 
speaking, and certain practices operating to include some boys and exclude others. 
For example, Nicholas describes in his language journal8 an interactional pattern that 
arose while playing basketball at school, 
8 Nicholas chose to audiotape his language journal. Transcriptions of his recordings are used throughout 
this chapter. 
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(Wednesday 12 October 1994. Day 3 of research participation) 
Playing basketball with Steve and Josh. I was playing, and when we do a really good 
move we say:"That's the move!" It doesn't really make sense, it just means 'that's good'. 
When someone hits a reject we say: "Get that out of here" or "Get that out of my house". 
We say it because we think it's good and it looks good and people think you're pretty 
good after that. 
Such lingo and accompanying exaggerated actions9 were successfully initiated only 
by insiders, and never by outsiders. Sharing such insider lingo remained a constant 
feature of interactions among this group of mates throughout the observation period. 
However, the actual phrases and words varied in durability of take-up, with many 
having only a fleeting currency before being replaced with something else. For 
example, the turns of phrase recorded by Nicholas above lasted only three days before 
being replaced with 'cricketing speak' 10; for example, "No dings or you're out!", and 
"C'mon, gimme some spin". This, too, served to shift the boundaries ofwhat counted 
as being an insider for this group. These shifting linguistic signals support theorists' 
claims that _discourse is more than an autonomous system, but is fully implicated in 
actions and social systems11 . 
Nicholas' and his mates' ways of acting and speaking were not confined to out-of-
class contexts, and affected in-class interactions in ways that sometimes conflicted 
with the student D/discourse expected by their teacher. Their interactions in class 
included cough-codes for attracting attention or for signalling a rendezvous at the 
rubbish bin, throwing objects, knocking on desks, and passing notes, to name only a 
few. For example, 
9 For example, running flat out for the ball, missing it and continuing to run across the court and then 
up the mesh fence around the outside edge of the court. 
10 Tills group of mates and other male Year 7 basketball players were banned from the basketball courts 
for fighting at this time and turned to cricket for solace. See below. 
11 See, for example, among many others: Carspecken 1996, pp. 23-43; Gee 1990, pp. 103-36; Heath 
1983; Kress 1985, pp. 33-51; Street 1984, p. 1. 
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(Monday 10 October 1994, 4:40pm. Day 1 of observations). 
EVENT: PLAYING COMPUTER GAMES (audiotaped) 
SUB-EVENT: Talking about school 
Nicholas describes how they throw things at each other in class. He confesses that he 
and his mates are "pretty bad", but explains that they don't get into too much trouble as 
they write notes to each other all the time. He recounts how one day they sent about 22 
pages of writing amongst themselves without the teacher seeming to know. I ask whether 
they were able to get any school work done, and Nicholas tells me they did, when they 
had time. He comments on how they sometimes get a bit behind in their work due to 
passing notes. 
Thus, 'being a mate' for Nicholas comprises maintaining relationships with his male 
friends, and includes among other things: border-line subversion of school ways of 
doing things (e.g., cough codes, the Rubber Wars, parodying polite behaviour, note-
passing, etc.), participating in ritualised interactions (e.g., High and Low Fiving, 
playing basketball, oral word plays, etc.), displaying physical strength and sporting 
prowess, sharing basketball expertise and knowledge about the game and professional 
North American teams, (usually) demonstrating loyalty to his group of mates 
particularly in the face of authority, maintaining boundaries between inner circle mates 
and others, and not appearing too academically oriented. The competitive nature of 
many of these mates' interactions is discussed below (section 5.1 d). 
Occasionally, however, Nicholas' membership in the group of mates ran up against 
other, seemingly stronger values which resulted in a temporary breakdown of 
relationships. For example, on the fourth day of observations, relations between 
Nicholas and Stuart were obviously strained. When Nicholas was asked about it that 
afternoon at home, he described how he and Stuart had a falling out over a "foot 
violation" Stuart called against an outsider while playing basketball before school. 
Nicholas challenged Stuart's call by saying that it wasn't deliberate and therefore, 
technically, wasn't a violation. Things came to a head late in the school day (after 
observations had ceased) when Stuart provoked Nicholas with a rubber band and they 
began fist-fighting in earnest while Mr Lasseter was out of the classroom. They were 
still fighting when he returned and both were dispatched to the vice-principal's office 
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where they were reprimanded, banned from playing basketball at school for a month, 
and ordered to write a letter of apology to Mr Lasseter for their behaviour (interview 
2: lines 056-192). 
Accordingly, Nicholas' membership in this group of mates can be interpreted by 
means of a number of coordinating and overlapping Discourses, including: North 
American sport Discourses (garnered from television, magazines, mates, computer 
games), mateship Discourses (e.g., those promoted by Australian-produced television 
and other media images12), and institutionalised Discourses of 'caring for others' 
(valued and authorised by the school and church, and by family expectations regarding 
friendship and being a friend). 
S.ld Interpreting 'being a mate' 
Accordingly, I have found that Gee's theory of D/discourses enables shifts in 
interpretive orientations within the theoretical framing of a study. In the present case, 
analysis ofNicholas' in-class student Discourse is made more detailed and complex 
by juxtaposing it with analyses ofNicholas' membership in a particular group of mates 
at school. This is not to suggest, however, that these orientations are the only 
positions available. Nevertheless, teasing out Nicholas' various and embodied ways 
of being a student and being a mate helps unravel some of the complexities that 
comprise Nicholas' language practices at school. In the recent past, studies of young 
Australian males at school have tended to conflate 'being a student' and 'being a 
mate', or have focused only on one of these forms of life (see, for example, 
Macpherson 1983; Walker 1988). This over-simplifies data analysis and narrows the 
range of interpretive possibilities. Conversely, a theory of Discourses enables me to 
'see' that Nicholas lays claim to more than one social identity. 
12 See, among many other examples: Water Rats, Home and Away, Neighbours, The Footy Show, Four-
and-Twenty pie advertisements, beer advertisements. 
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For example, what I first interpreted as an eagerness in Nicholas to be seen as a 
successful student in the eyes ofhis teacher and peers was revised in light of his subtle 
- and not so subtle - parodying of the student Discourse promoted in this classroom. 
This was noticed after a week of observations and analysing Nicholas' relationships 
with his mates and other school friends. Nicholas' parodic play with language and 
actions in class suggests he has mastered the form of the student Discourse authorised 
by his teacher. That is, Nicholas parodies this Discourse in ways that are recognisable 
by others - especially his mates - and displays meta-level knowledge and 
understanding of the student sub-Discourse coordinating his class. 
As a further example, Nicholas knows that he can couch a knowledgeable and correct 
answer in language that threatens to subvert class undertakings: Mr Lasseter (to the 
reading group): "What's a 'lookout'?" Nicholas: "It's a thing where you stand ... and 
all the seagulls poo on it." Mr Lasseter (somewhat hurriedly): "Thankyou Nicholas" 
(Wednesday 19 October, 11 :20am). These kinds of exchanges, which were regular 
occurrences in class, suggest to me that Nicholas engages in a complex process of 
being seen to take classroom work seriously enough to be recognised as a successful 
student, yet doing so in ways that do not alienate him from his group of mates. In 
addition, Nicholas appears to understand what kinds of knowledge displays enable 
access to success in the particular student Discourse operating in his class. This is 
discussed in relation to the second snapshot below (section 5.1e). 
Analysing ways of'being a student' in terms ofD/discourses alerted me to numerous 
possible configurations of student forms of life in school and out-of-school; the same 
was found in analysing mateship Discourses. 'Mateship' is a recurring theme in studies 
of Australian male school students (see, for example, Macpherson 1983; Walker 
1988), and studies of Australian males in general (see, for example, Connell1995). 
Collectively, these studies offer various insights into aspects of mateship and suggest 
that the category label is a trope that describes a range of ways of belonging to a 
group of (usually male) friends. 
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In Nicholas' case, his group of mates is never truly subversive in comparison with the 
kinds ofmateship groups traditionally studied (cf, Willis 1977; McLaren 1993). Their 
collective behaviour and ways of speaking appear tempered by the coordinating 
Discourses ofthe school, the school's alliance with the Lutheran Church locally and 
nationally, and so forth. Nevertheless, the group is still distinct from other social 
groups within the school. 
Nicholas himself talks about his "mates" and his "friends", linguistically emphasising 
the relational distances between them (e.g., interview 2: utterance 216). Nonetheless, 
Nicholas appears to value friendship and being a friend. He repeatedly demonstrated 
respect and care for others regardless of their social status at school, and always called 
for fair dealings, which at times brought him into conflict with his mates. This is 
exemplified in the falling out with Stuart described above. His care for others is 
demonstrated by the help he gives to Rajiv, a recently-arrived ESL student. For 
example, Nicholas recorded the following in his language journal: 
(Wednesday 12 October 1994. Day 3 of research participation) 
What happened: Talking to Rajiv about how to do research [for a school project]. He 
had no idea of what to do and he was very hopeless at it but I didn't tell him that- I just 
said this is the way I do it and it works well for me. Then I helped him a bit and he got it, 
and his sentences were getting a lot better after that. 
Further examples of respect or care include: speaking respectfully with girls in his 
class, labelling items in English for the newly arrived Chinese-speaking boy, helping 
Rajiv to sort out a friendship dilemma at school, and defending Year 1 students 
against older bullies. Such valuing of others also characterises much of Nicholas' 
family and church life. 
These foregoing analyses suggest that Nicholas is able to (usually) negotiate tensions 
set up by what are sometimes opposing Discourse practices. For example, he actively 
engaged in ritual exchanges and actions with his mates in class, yet seemed to know 
when to stop subversive behaviour, or how far he could push Mr Lasseter before 
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being admonished. Indeed, Nicholas was rarely reprimanded by his teacher13• This 
ability to shift competently between mateship and student sub-Discourses is confirmed 
by Mr Lasseter: "Nicholas knows what's appropriate - when to muck around and have 
a bit of fun, like sometimes we have in here, and when maybe it's not so appropriate, 
and when it's time to be serious and things like that" (interview 2: utterance 074). 
This is consonant with James Macpherson's (1983, pp. 49-64) distinction between 
'mucking around' and 'stirring', where the former connotes high-spirited humour and 
exuberance, and the latter describes how students deliberately set out to antagonise 
their teacher. Mucking around appears to be more socially acceptable than stirring in 
Nicholas' class, and when interspersed with exemplary student behaviour does not 
endanger success at school. Nicholas' overt displays of being a mate in class and 
during breaks seemed to secure his high status within the dominant group of males, 
who never seemed to question his relative immunity to teacher discipline. At the same 
time, he is able to maintain his status as a high achieving student by knowing when to 
display knowledge and competence. 
Moreover, the coordinating and constituting interrelationships among student 
Discourses and mateship Discourses, and Nicholas and his group overlapped in 
interesting ways. For example, Nicholas and Stuart regularly compared test scores and 
teacher comments on assignments. Such actions can be interpreted as academically 
competitive and closely aligned with the student Discourse in that class; however, 
such events rarely seemed threatening for the boys and were generally accompanied 
by the laughter and verbal plays characterising the mateship Discourse. Collected 
evidence enables only provisional interpretations of such overlaps between seemingly 
disparate Discourses; however, it seems that competition is valued by Nicholas and 
others in both Discourses and that academic achievement becomes a form of currency 
in the status stakes, provided mates show clearly that they do not take it too seriously. 
13 Only two minor instances of teacher-discipline directed at Nicholas were observed throughout the 
entire observation period 1bis was in marked contrast with the number of reprimands directed at most 
of his mates. 
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Once again, this underscores the dynamic and complex disposition of Discourses, 
social identities and memberships, and their interpretations. It also justifies Gee's and 
others' calls for ethnographic approaches to researching D/discourse coordinations; 
such approaches are required to collect the kind of thick data needed as evidence for 
interpreting D/discourse memberships in people's everyday lives. 
The second snapshot revisits Nicholas' membership in at least two student sub-
Discourses and enables exploration of aspects of Nicholas' in school and out-of-
school language practices in terms of Gee's conceptions of primary and secondary 
Discourses. 
5.1e Snapshot 2 
(Thursday 20 October 1994, 4:55pm. Day 10 of observations) 
EVENT: DOING HOMEWORK 
SUB-EVENT: Government project work for school on the Apple computer 
Earlier this afternoon, Nicholas' mum, Debra, keyed three subheadings into Nicholas' 
project text. She tells Nicholas to "flesh them out" using the reference texts he has 
brought home from school. Nicholas explains to me how she always checks that the text 
he writes isn't too similar to the original source, and sometimes changes words he has 
keyed in to ones that he is more likely to use. 
(5:09pm) Nicholas sits at the computer and props a reference text against the front of 
the monitor behind his keyboard. He reads this book as he types, having learned to 
touch type when he was seven years old (he explains that Mum gave him a few cents 
every time he practised touch typing and so he learned how to do it quite quickly). 
(5:15pm) Debra enters the study and begins reading Nicholas' keyed-in text. They 
discuss some on-screen changes, and she corrects his spelling of 'definite'. Debra 
suggests including a direct quote, and explains how to mark it off from the rest of his text 
by using quotation marks. 
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(Snapshot 2 continued) 
Debra 
Nicholas 
Debra 
Nicholas 
Debra 
Why don't you just make that a direct quote? 
What's that? 
Where you copy something straight from the book 
Is that what you call it? How do you do that? 
Just put it in quotation marks. Just put that ((pointing to text on 
screen)) in quotation marks 
Nicholas Do I write where it's from? 
Debra Mm-hm ((pause)). Do you use the Harvard method of bibliography, 
or not? Where you've got to put the brackets around-
Nicholas Yeah, that's it. Yep. 
They talk about the referencing conventions Elyse is using in her current project on 
Indonesia. Debra also suggests that Nicholas should be building his glossary as he goes 
along. She reads aloud some of Mr Lasseter's assignment criteria and Nicholas shows 
her the reference book these criteria came from. This is the book he has propped 
against the monitor. Debra recommends he uses a different book as his main reference 
source, reminding him that all his classmates will be using Mr Lasseter's recommended 
book: 
Debra 
Nicholas 
Debra 
Nicholas 
Debra 
Start with that ((indicating second book)), all right? 
What about this 'debate' stuff? 
Just leave that for the moment, all right 
That's a bit hard 
Well, it's not that it's hard, it's just you've got to have a notion .... So, 
use this as a reference, then, do like we did the other time, once 
you've used that ((indicating second book)), go back and fill in the 
gaps from your other material 
Debra tells Nicholas to finish the section on 'Making Laws', then work on the 'Debating' 
section. She tells him it should take about twenty minutes and then he can stop. 
These kinds of exchanges between Nicholas and Debra around Nicholas' schoolwork 
were recorded regularly during the observation period. Indeed, Debra incidentally 
confirmed this pattern of interaction, and emphasised the high priority given to the 
children's school work at home: 
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(Thursday 20 October 1994, 4:57pm. Day 10 of observations) 
EVENT: NICHOLAS' GOVERNMENT PROJECT 
Debra Oh! I just realised I've got Elyse's project on Indonesia, and I said to her I 
would do it yesterday 
Michele 
Debra 
[You're doing it? 
[And I'm just sitting here and I haven't- I mean, she's done it, I'm typing it up. 
Ohhh ((groaning)) I don't want to know about Indonesia ((laughter)). Last 
night I was looking at Joshua's essay, that was China- ancient Chinese and 
Indian families, the similarities and differences, and I'm thinking, I'm trying to 
get my poor head around this you know ((laughs)). Meanwhile, I'm burning 
an apricot loaf and .... ((laughter)) 
Academic work is valued within Nicholas' family. Work spaces have been set aside 
for the children in the home. The formal dining room has been given over to an ffiM 
computer, a desk, and a bookshelf holding textbooks and other reference materials. 
This is in addition to the study proper which contains an Apple computer, more 
bookshelves holding student texts and materials, two filing cabinets, and another desk. 
Debra explains how this is still insufficient, especially given Joshua's plans for 
attending university next year. They are considering a desk and study space in the 
main bedroom downstairs, as it is too hot in the afternoons for Joshua to work in the 
bedroom he shares with Nicholas upstairs. 
Debra's involvement in her children's school work comprises more than simply 
ensuring they meet completion deadlines. As demonstrated in snapshot 2, Debra 
scaffolds meta-level ways of thinking and talking about their school work. This is 
exemplified in her identification of sub-headings, her talk with Nicholas about them, 
references to previous collaborative project work, and her explanation that 
understanding is about having "some notion" ofthe content and concepts. In a very 
real sense, Debra is providing Nicholas with opportunities to learn through guided 
participation strategies (cf., Rogoff 1995; also Heath & McLaughlin 1994). 
Debra also models a contextualised meta-language for talking about Nicholas' writing 
(for example, terms like: paragraph, quote, quotation marks, glossary, reference 
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material, bibliography, and so forth). Debra's experiential knowledge of what 
constitutes successful learning - an outcome of her insider knowledge of schooling 
gained from being a teacher herself - is brought to bear on her collaborative 
interactions with her children in relation to their school assignments. She makes 
explicit for them what it means to produce a successful assignment, and in so doing, 
how to go about being a successful student. In other words, Debra is apprenticing 
Nicholas - albeit somewhat unwillingly on his part - to an institutionally successful 
student sub-Discourse. 
Debra's suggestion that Nicholas focus on a reference source other than the class 
textbook is telling evidence of this. Here she signals what is valued by schools in 
general, and therefore what counts as being a successful student. This includes: 
resourcefulness in going beyond what the teacher has provided, evidence of 
understanding, and originality of thinking. Additionally, she signals that being a 
successful student includes: developing and following a logical assignment design, 
displaying evidence that assignment criteria have been met, and in relation to 
Nicholas' present assignment, emulating published expository texts. 
Nicholas recognises the value of meeting assignment criteria and of producing a 
polished, professional-looking text. However, he is keenly aware that Mr Lasseter's 
assignment criteria is drawn directly from the class textbook: "I've got- what he's 
done, he's just copied out of this book. See look, 'Making Laws' and he's just put it 
all together" (Thursday 20 October, 4:58pm). Judging from comments made to his 
mother when they began discussing his text to date, he appeared to have interpreted 
the task as a large 'doze exercise' whereby he was required simply to fill in text 
beneath his teacher's criteria-as-headings until the set word limit was reached. Indeed, 
at this stage of his assignment he seems more interested in constructing a glossary (his 
own addition to the assignment criteria), than in engaging with the concepts of 
government in Queensland. However, when pressed, he is able to deliver the 
'successful goods' -at least in the eyes ofhis teacher: 
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(Teacher's assessment comments on returned assignment. December, 1994) 
An extremely pleasing effort, Nicholas. Information is clear and accurate, presentation is 
fine although a little more care with the cut and pasting14 would have completed it nicely. 
A thorough, well thought out project. Score- 48.5/SC 
Possible implications of Debra's and Mr Lasseter's construction of a successful 
student- and successful text production- are discussed below (section 5.lf). 
Other details visible in snapshot 2 and warranting closer scrutiny pertain to Nicholas' 
technological literacy skills. Using computers appears to be a regular family practice. 
Each family member moves fluidly between the IBM and Apple computers, depending 
on their purposes (e.g., gaming, assignment writing, testing out new software, 
designing interiors, planning units of schoolwork, etc.). Nicholas, too, was able to talk 
about computers in knowledgeable ways. For example, at the time of observations, 
his family was in the process ofbuying a new computer printer and he was able to 
explain - using technical terms - the benefits of laser over dot matrix and bubble jet 
printers. Debra tells how she has always encouraged her children to master computer 
technology; all of them touch type and are able to troubleshoot most programming 
problems they encounter. Indeed, she claims that parents and teachers cannot afford 
to ignore "computer literacy" any longer (Thursday 20 October, 5:30pm). 
Nicholas is also part of a gaming network that shares software and gaming tips. For 
example, Nicholas was observed handing a computer disk to a friend at church, telling 
him that it was "wiped clean" (Sunday 16 October, 9:40am). When asked about this 
later, he explained that this friend was going to copy five computer games onto the 
disk for Nicholas, and Nicholas in turn was borrowing a popular computer adventure 
game from a school friend to pass on to this church friend. Members of this gaming 
network travelling to the United States- where game software is a fraction of the cost 
it is here in Australia - are also enlisted as software buyers and new game scouts for 
the others. 
14 Nicholas had printed out his text, then cut it into sections which were glued into a sketch book along 
with pictures from a project pack and an information sheet. 
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Snapshot 2 contrasts with Nicholas' access to computers at school, and with Mr 
Lasseter's position regarding the role of computers in the classroom. There was no 
permanent computer in his classroom. The two Year 7 classes at the school and the 
library shared a single Apple computer and its small collection of software, which 
meant that Nicholas' classroom housed the computer for only one third of the school 
year. Students in Mr Lasseter's class were rostered to use the computer in pairs for 
half an hour per week. Rostered time spent at the computer had no direct educational 
relation with what was happening in the rest of the classroom. Most students spent 
their weekly half hours playing educational problem-solving games, like Where in the 
World is Carmen Sandiego?, or publishing work they had handwritten in class. Mr 
Lasseter rarely intervened during computer sessions, and when he did it was usually 
to restore orderly behaviour. 
Unsurprisingly, this set in place significant tensions for Nicholas, who was often 
nonplussed by his teacher's refusal to let him use the computer to complete school 
tasks efficiently. For example, 
(Tuesday 11 October 1994, 10:21 am. Day 2 of observations) 
EVENT: SOCIAL STUDIES LESSON 
SUB-EVENT: Discussing class work with Mr Lasseter 
Nicholas is standing by the teacher at the front of the classroom, while his classmates 
work on a Social Studies task set by the teacher. Nicholas and Mr Lasseter talk briefly 
about a handwritten draft of a report on the school's Athletics Day Carnival that Nicholas 
and Stuart have been asked to write for the end-of-year school magazine. 
Stuart appears beside Mr Lasseter and all three discuss Nicholas' handwriting. Nicholas 
asks his teacher whether he could "do it on the computer and then handwrite it". Mr 
Lasseter replies, "No", and Stuart contends, "But you must use the technology if it's 
there!". All three debate the merits of handwriting and technology. 
For Nicholas, using wordprocessors to complete his work not only obviated the need 
to write successive - and for him, tedious - rough drafts, but enabled him to craft his 
texts in ways that proved satisfying: "I hate writing it down 'cause then you can't 
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change it and, y'lmow, it makes it a lot harder. I just read through it and delete the bits 
I don't like and put in better words" (interview 1: utterances 004 and 006). 
Eventually, however, Mr Lasseter relented and the following day finally agreed to let 
Nicholas wordprocess the Athletics Day report at school. Indeed, perhaps the sharpest 
contrast between Nicholas' computer literacy practices in school and out-of-school 
occurs when snapshot 2 and the following event are juxtaposed. 
(Wednesday 12 October 1994, 11:00. Day 3 of observations). 
EVENT: ENGLISH LESSON 
SUB-EVENT: Nicholas sits at the class computer and works on his Athletics Day report 
He quickly becomes frustrated. "I hate this computer" he complains, rolling his eyes. The 
word processing program loaded onto the computer is designed for young children, and is 
very basic and inflexibly sequenced. It begins with commands for inputting 'the heading', 
then moves to 'the first paragraph', and so on. The default font on the screen is large and 
simple; very different to the sophisticated fonts on the computers in Nicholas' home. He 
begins composing his text, only to find he has been keying into the 'heading space'. He 
tries to select his text with the mouse in order to shift it to the 'paragraph' section, but the 
program won't recognise the command. He quickly becomes frustrated -"Can you 
believe this stuff?"- and gives up on composing. He spends the next half hour keying 
'Athletics Day' into the heading space, in an Old English font, alternately enlarging and 
reducing it. 
At the end of his allotted half hour on the computer, with the report not written, Nicholas 
asks for an extension. Mr Lasseter is visibly displeased, but gives his consent15• 
5.1f Interpreting 'having access to different ways of being a 
student' 
The second snapshot and the accompanying illustrative events presented above 
provide fruitful ground for exploring what Gee would call Nicholas' dynamic 
coordination by his primary and secondary Discourses (see Gee 1996b, pp. 141-145). 
Debra's insider Imowledge of the secondary Discourses constituting schooling and 
15 Eight days later - 20 October - Nicholas produces this report on the Apple computer at home inside 
10 minutes. 
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successful students is fused with ways of speaking and acting in this family when 
engaging with school-related tasks. 
This is especially evident in the student sub-Discourse Debra helps coordinate at 
home, whereby Nicholas is, to use Gee's concepts, both acquiring and learning how 
to be a successful school student. Thus, I am convinced that Nicholas is actually 
spending his time at school practising - and mastering - much of what he already 
knows. Indeed, his classroom teacher provides signposts for this interpretation. For 
example, Mr Lasseter observed while speaking about Nicholas and one of the 
audiotaped lessons: "the comprehension activities and things like that he does fairly 
well, so that's probably consolidation" (interview 2: utterance 38). Although Nicholas 
may have gained such understanding in previous classes, his expertise far outstrips 
that of his long-term classmates and suggests factors other than school-based ones are 
at work here. 
Students such as Rajiv, for example, appear to have very little time for practising 
being a successful student; most of their energy seems to be consumed in trying to 
'crack the code' in the first place ( cf, Heath 1983; Jones 1986). Accordingly, it seems 
to me that if the empowerment claims of the genre theorists are to hold any water, 
they will need to couple their advocacy of explicit approaches to text structures and 
linguistic functions with, among other things, ways of analysing and critiquing what 
it means to be a successful student (or whatever) in a range of contexts16. 
Debra constructs, models, and expects a different version of 'being a successful 
student' to the one constructed in Nicholas' class at school. She focuses on the quality 
of the final product, and discusses the kinds of processes that enhance the quality of 
a written text with Nicholas. She shows Nicholas how to pace himself when 
completing independent research assignments, and encourages creativity and 
innovation in addressing assignment criteria. This can be interpreted as setting in place 
16 This will also necessarily include critiques of what it means to be 'empowered'. As mentioned 
previously, see for example: Lankshear (1994), and LeCompte and de Marrais (1992) for extended 
critiques of empowerment claims. 
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a student sub-Discourse for Nicholas that is likely to prove more enabling for Nicholas 
in the long run than a student sub-Discourse that values quantity and accuracy over 
quality and risk-taking (cf, Cummins & Sayers 1995, p. 111; Reich 1992, pp. 89-91). 
Additionally, Debra is keenly attuned to changing times and the significance of being 
computer literate. She bemoans the fact that many teachers and parents seem unaware 
that "computers are a large part of children's lives" (Thursday 20 October, 5:30pm). 
She emphasises the importance of being computer literate by encouraging Nicholas 
to touch-type, providing her children with adult-level software, and promoting 
computer use at home for a range of educational and recreational purposes. Thus for 
Nicholas, using a wordprocessor to produce a text is much more 'natural' than using 
pen and paper (interview 1 : utterances 00 1-026). This conflicts with the teacher-
orchestrated writing and computer experiences provided at school, and usually results 
in Nicholas avoiding writing at school whenever he can. 
Moreover, Debra provides opportunities for Nicholas to gain a metaperspective on 
schooling. She speaks openly about problems with schooling in present times, and 
encourages her children to question the purposefulness of some of the school tasks 
they are set to do (see, for example, Nicholas' comments about his English homework 
above). Both parents appear to value problem-solving abilities, independent thinking, 
and the capacity to make reasoned decisions. This contrasts with the kind oflearning 
opportunities provided for Nicholas at school, which appear to promote single, 
correct answers for tasks and seem grounded in the assumption that students will 
comply unquestioningly with teacher directives ( cf, the letter of apology to Mr 
Lasseter as punishment for fighting). 
Indeed, looked at in this way, the rich and multifaceted apprenticeships Nicholas is 
experiencing out-of-school warrant richer conceptions than the apprentice-master 
configuration Gee employs. Barbara Rogoff (1995), for example, provides a more 
satisfYing way of theorising and describing 'apprenticeship'. Rogoff proposes three 
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planes of analysis for interpreting relationships among learning, acquisition17, and 
sociocultural activity. These planes or dimensions comprise: apprenticeship, guided 
participation, and participatory appropriation. In everyday life, these three dimensions 
are mutually constitutive and interdependent. 
Apprenticeship, in Rogoff s terms, operates within a plane of community and 
institutional activity and describes 'active individuals participating with others in 
culturally organized ways' (1995, p. 142). From Rogoff's perspective, the primary 
purpose of apprenticeship is to facilitate 'mature participation in the activity by less 
experienced people' (ibid.). For example, in Nicholas' case, he is being apprenticed 
among other things to a technological Discourse. Whether or not this is a 'default' 
apprenticeship is not important, rather, the point I am making here is that Nicholas 
does indeed have ready access to a community of people who are interested in using 
technology, and in particular, computers. This community comprises relative experts 
(e.g., his mother and father) and peers with whom to explore the possibilities ofthe 
medium. 
Both experts and peers are important features of Rogoff s conception of 
apprenticeship. For Rogoff, 'peer' indicates status within a community or group, 
rather than a same-age cohort of people. Thus, the group 'may involve peers who 
serve as resources and challenges for each other in exploring activity, along with 
experts (who, like peers, are still developing skill and understanding in the process of 
engaging in activities with others of varying experience)' (ibid., p. 143). Investigating 
and interpreting sociocultural apprenticeships therefore focuses the researcher's 
attention on the activity being mastered (and its concomitant skills, processes, and 
17 The concept of 'acquisition' is itself contested terrain. For example, Rogoff defines acquisition in 
tennsof'transmission' or 'internalisation' rather than in terms oftransformation (1995, p. 153). On 
the other hand, Gee's use of 'acquisition' is aligned with dynamic, active (largely unconscious) 
transformation of an individual's understanding and practice (i.e., Rogoff's sense of 'appropriation'). 
Consequently, in order to maintain consistent sense, I use the term 'acquisition' in Gee's sense. 
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content knowledge) and its relationship with cultural and community practices, as well 
as with institutions18 . 
Guided participation comprises the 'processes and systems of involvement between 
people as they communicate and coordinate efforts while participating in culturally 
valued activity' (ibid.). Guided participation encompasses a range of social 
interactions including face-to-face, side-by-side (which is more frequent than the 
former in everyday life), and other arrangements whereby the activity does not require 
copresence. Accordingly, 'guidance' in Rogoff's sense is afforded by 'cultural and 
social values [desirable or undesirable] 19, as well as social partners' who may be local 
or distant (1995, p. 142; also Rogoff 1984). For example, Nicholas' brother, Joshua, 
regularly shared technical information with Nicholas (e.g., discussing processing 
speeds, modem bandwidth, etc.), and Debra repeatedly encouraged Nicholas' 
technological participation in myriad ways (e.g., providing more-than-adequate 
hardware, bringing home software from school for review, paying him to learn to 
touch type, discussing the family's computing needs with Nicholas and the others, 
etc.). 
Finally, 'participatory appropriation' refers to ongoing and dynamic engagement with 
learning through socially-constituted activities which ultimately transform the learner. 
Rogoff uses this concept to describe 'the process by which individuals transform their 
understanding of and responsibility for activities through their own participation' 
(Rogoff 1995, p. 150). For example, Nicholas appears to have appropriated a range 
of technological skills, knowledge, and processes. Indeed, I consider Nicholas to be 
a highly competent computer user. Among a plethora of abilities I saw demonstrated, 
he is able to create folders independently, make and retrieve files to work on, cut and 
paste text, play computer games with great dexterity, and discuss the benefits of using 
computers over pen and paper. In Rogoff's sense, 'appropriation' is a process of 
18 See also: Heath&McLaughlin 1994,p. 474; Lave & Wenger 1991, pp. 27-44; Rogoff 1990, pp. 25-
41. 
19 See Rogoff (1995, p. 161) for a brief but interesting discussion of apprenticeships to, and guided 
participation in, sociocultural activities that are negatively valued by the larger social community. 
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'becoming' (1995, p. 142, 1990, pp. 86-109). Nicholas is indeed well on his way to 
becoming a competent adult user of computers. 
In addition, and as an aside, I am convinced that the process of appropriation may also 
transform the activity and what needs to be learned in some instances. This is 
consonant with Gee's interpretation ofDiscourse change (Gee 1992b, p. 109; see also 
Chapter 3, section 3.4f). Accordingly, Rogoff's conception of apprenticeship enables 
rich interpretive possibilities that move beyond traditional, dyadic conceptions of 
apprenticeship. 
Finally, and from a pragmatic angle, it is virtually impossible for me to differentiate 
between what Gee would call Nicholas' primary Discourses, and the secondary 
Discourses that overlap with his family's general form of life. Certainly for Nicholas, 
computers are very much an organic part of being a member of his family. 
Nevertheless, in terms of theoretical or heuristic applications, Gee's distinction 
between primary and secondary Discourses provide inroads into understanding how 
it is that students like Nicholas and Rajiv perform so differently in terms of school 
success, and how this will most probably impinge significantly on their respective 
future life chances. 
If current theorists and commentators working at the intersection of sociology, 
anthropology, technology and education are taken seriously (e.g., Cummins & Sayers 
1995; Reich 1992; Rheingold 1994 ), then it can be said that the Discourse of 'being 
a student' to which Nicholas is being apprenticed in his primary Discourse is 
potentially more powerful in the long term than the student Discourse privileged 
within his classroom. 
5.1g Summation 
Being successful in Nicholas' case- and, I would argue, all students' -is to do with 
much more than being 'good at language'. Indeed, the Queensland English syllabus 
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promotes a cultural illusion in suggesting that language is (always for everybody) a 
powerful cultural and social instrument (e.g., 1994a, pp. 5, 8,11). Nicholas' case 
suggests that acquiring and learning how to use language effectively for a wide range 
of social purposes in present times may have, for some students, very little to do with 
what is currently happening in schools and everything to do with what is happening 
outside them. This, too, seems to be borne out in the case of Jacques. 
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5.2 JACQUES 
Jacques (13 years) has a stocky, outdoors look about him, a beaming smile, and an 
infectious laugh. He has short, light brown hair and clear blue eyes. He likes to dress 
comfortably out of school and mostly wears surf shirts and boardshorts at home. He 
wears full uniform to the large State school he attends, but always manages to look 
somewhat dishevelled in it. His two most favourite items of clothing are his White Sox 
and Phoenix Sun baseball caps (personal profile response), and he wears either one 
of them at every opportunity. His talk is laced with hilarious witticisms, and parodies 
of people, situations, and remembered conversations. Jacques appears to be well-
liked, and everyone - including his teacher - calls him by his nickname, 'J.P.' 
Despite this general acceptance, however, Jacques seems more at ease interacting with 
older people, females, and males who appear to be outside the core of boys making 
up the dominant group in his class. He rarely mixes with these boys, either in class or 
in the playground, despite being one year older than most of them. Jacques' teacher, 
Ms Bryant, confirms Jacques' outsider status in relation to this group, and observes 
that they appear to find Jacques' humour trying at times and usually exclude him from 
their sporting games (teacher interview 2: utterance 365). Indeed, Jacques' circle of 
fiiends appears to be small and he identifies his younger cousins, Graeme and Jake, 
as his best fiiends. 
Jacques' school was established in 1875 and is situated at the northern edge of 
Brisbane. The school is experiencing a boom at present due to recent and extensive 
luxury housing developments nearby, but has little room for expanding existing 
infrastructure20. Consequently, classroom space is limited and resources are stretched. 
Jacques' classroom is small, cramped, and congested with groups and rows of desks, 
storage cupboards and shelves. There is little space for navigating one's way through 
the furniture. Even with the ceiling fans set to high, this ground floor room is hot and 
airless. 
20 An additional consequence is the widely disparate socioeconomic backgrounds of the students. 
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In class, Jacques sits at a group of desks close to the chalkboard at the front of the 
room. He either moves restlessly in his chair, or sits motionless staring through the 
large bank of windows that line one wall of his classroom to the busy street beyond. 
By his own admission, he is easily distracted and often loses track of what is 
happening in class: 
(Monday 7 November 1994. 12:30-1 :OOpm at school. Day 1 of observations) 
EVENT: INTERVIEW 1 (Utterance 118) 
Jacques I get distracted a lot, by other things y'know, if they're doing something 
better, I'd rather- my attention's on them instead of on my work. 
His desk work is usually accompanied by a 'running meta( con)textual commentary'; 
that is, (usually extended) asides about a task, class activity or interaction, and/or 
context. Such commentaries are often teasing or self-ironic, they generally pertain to 
his immediate context, and are usually accepted with good humour by others. For 
example, 
(Monday 14 November 1994, 9:50am. Day 7 of observations) 
EVENT: LANGUAGE LESSON 
SUB-EVENT: Reading an information sheet on Balinese cultural customs 
Ms Bryant tells the class to pair up and take turns reading the information sheet to each 
other. Jacques insists Sean reads first. Sean struggles with some of the words and 
Jacques pats him encouragingly on the back saying, "You'll make it through. C'mon, 
you'll make it through." 
Jacques rarely contributes voluntarily to lessons, and is infrequently called upon by his 
teacher to furnish answers or information for the class. Even when working in groups, 
he usually waits for others to make suggestions, asks them for the answers, or simply 
copies what they have written. Much of his work remains incomplete, or mysteriously 
becomes 'lost'. His teacher, Ms Bryant, rates him as "having great difficulty" with 
literacy. Jacques repeated Year 1, and appears to have a history of school failure. 
At least two themes or identities can be identified in this brief school-based 
characterisation of Jacques. That is: being a low-achieving student, and being a joker. 
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Although there are many other interpretive possibilities, both embody significant - and 
symbiotic - forms oflife in Jacques' everyday school world. Snapshot 1 contextualises 
these themes for the purposes of close interpretive work. Forms oflife pertaining to 
Jacques' world beyond school are examined in the context ofthe second snapshot 
below (see section 5.2£). 
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5.2a Snapshot 1 
(Monday 14 November 1994, 9:47am. Day 7 of observations) 
EVENT: LANGUAGE LESSON 
SUB-EVENT 1: Reading information sheet (pair work) 
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Ms Bryant tells students to take out their language books and explains that today they'll 
be working in pairs. She hands out a photocopied information sheet on Balinese 
customs to the students, along with an 'Open Compare and Contrast' proforma [see 
Appendices 5.1 a and 5.1 b]. Ms Bryant tells students to take turns reading. 
Sean starts reading and Jacques mutters to me, "I hate reading. It's boring". Sean 
keeps reading and Jacques comments, "Boring, hey." "You're not wrong," replies 
Sean. "C'mon. Keep going," counters Jacques, and then pretends to fall into a 
deep sleep. They discuss Sean's recent trip "down the coast", and Jacques talks 
about accidentally knocking over a girl at rollerskating. 
SUB-EVENT 2: Learning task (whole class) 
(9:50am) Jacques and Sean have read only three paragraphs when Ms Bryant brings 
the class together again. She explains again that she wants them to compare and 
contrast Balinese and Australian customs. 
Jacques is reprimanded for pretending to give Sean electric shocks. 
Ms Bryant asks various children to read aloud consecutive paragraphs. She identifies 
things in common to both cultures, and points out some of their differences. 
Jacques and Sean share a running meta(con)textual commentary on 
proceedings (e.g., Ms Bryant talks about baptism and Jacques declares softly: 
"Yeah, Sean was dropped.") 
Ms Bryant directs the class to complete the compare and contrast proforma, using 
information from the sheet and what they know about Australia. 
SUB-EVENT 3: Work task (pair work) 
A student asks Ms Bryant what they're supposed to write, and she tells him she's already 
told the class twice. Jacques turns to Sean and asks with a wide yawn: "What have we 
gotta write? She didn't even say." Sean doesn't seem to know and they ask Nikki, who 
tells them to write something about baptism. Jacques asks Ms Bryant to clarify the task, 
claiming he couldn't hear what she was saying. Ms Bryant explains again. 
(1 0:15) Sean works on the proforma while Jacques sits and yawns, looks around, or 
fiddles with his pencil. 
222 Chapter S: Findings 
It is apparent right from the beginning of observations that Jacques is not enamoured 
of school. Indeed, at the time of the study he seems to be patiently enduring school 
until the time comes for him to leave in Year 10. Jacques claims he has no intention 
of continuing his formal education into senior secondary levels, and openly declares 
that he "doesn't like school very much" (Monday 7 November, 12:45pm). When 
asked about his reading and writing practices Jacques closes down the conversation 
saying, "I'm like my dad. I'm not a pencil man" (Monday 7 November, 12:46pm). 
5.2b 'being a (low achieving) student' 
Jacques understands that children have to go to school, but seems to have only a 
vague notion as to the reason why. He suggests: "To learn I suppose", then adds, "So 
they don't grow up duds" (interview 1: utterances 238 and 240). Seated at his desk, 
Jacques punctuates class time with regular bouts of yawning, heavy sighing, feigning 
sleep, shifting in his chair, leaning his elbows and head on his desk, fidgeting with pens 
and water bottles, and watching events transpiring inside and outside the classroom. 
He feels trapped inside his classroom: 
(Monday 7 November 1994, 12:47. Day 1 of observations) 
EVENT: INTERVIEW 1 (utterances 113 to 114) 
Michele You said before that you didn't like school ... Why's that? 
Jacques I don't know. I just don't like being in classrooms and stuff like that 
Jacques would much rather be outside playing or helping his dad than sitting in a 
classroom doing schoolwork (interview 1: utterance 113). He feels the same about 
homework, which he rushes through in order to "get it over and done with" (Tuesday 
8 November, 11:12am). More specifically, Jacques declares emphatically that he's 
"not keen on language and that" (Monday 7 November, 11: 18am). He finds reading 
labourious and rarely reads for recreation. He explains that if he finds a book "boring" 
he begins thinking of other things and nothing of what he is reading "sinks in", which 
means he has to start all over again the next night (Monday 7 November, 11 :20am). 
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Jacques completes very little schoolwork unless constantly supervised, and has 
developed a range of elaborate strategies for avoiding schoolwork. These include: 
looking for items he seems to have misplaced, delegating tasks to others (especially 
to Sean), 'helping' others instead ofworking (e.g., filling glue pots), "fixing Mum up" 
to collect resources, claiming he hadn't heard instructions, and spending time planning 
what to do. 
Frequently, these avoidance strategies almost seem to be lampooning the school work 
he is set to do by his teacher. For example, 
(Wednesday 16 November 1994, 3:00pm. Day 9 of observations) 
EVENT: TEACHER INTERVIEW 2 (utterance 047) 
SUB-EVENT: Talking about Jacques assembling miniature books in which he writes 
ten-word stories about himself. 
Ms Bryant I had a corner set up of ways to publish stories, and he would take- I used to 
fight with him, because he'd take two days to get the paper cut out and 
stapled. He was wasting time because he didn't want to write. Yet, he got a 
lot of approval from the rest of the class for those books. 
I can remember him reading them out, and they'd be laughing ...... So he 
continued writing them. 
Teacher-set tasks appear to have little or no meaning for Jacques. When asked what 
he thought of his table group's seminar presentation about India, he cut the thread of 
questioning with a shrug of his shoulders saying, "Yeah, it was all right. A project is 
a project" (interview 2: utterance 094). Neither does he appear to make connections 
between the various literacy skills and processes his teacher develops explicitly in class 
and the literacy tasks she sets. 
For example, Ms Bryant models metacognitive strategies for her students and expects 
them to be utilised in assignment work. Large charts around the room list - among 
other things- "Mrs Potter's Questions": "What were you supposed to do? What did 
you do well? What would you do differently next time? Do you need any help?" 
These questions are designed to scaffold student self-evaluation of completed work 
(see, for example, Berman 1993, p. 81). Students are also equipped with a range of 
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templates that are to be used to structure cognitive approaches to academic tasks, or 
to guide reflective thinking. For example, 'KNL' column templates are used for listing 
what students know, what they need to know, and what they have learned about a 
topic or concept (ibid., p. 83). Ms Bryant is also interested in left-brain/right-brain 
theories of effective learning, and students are encouraged to drink lots of water, 
work in naturally lighted areas, and participate in 'brain gym' sessions (e.g., deep 
breathing exercises, a range of arm and eye movements that cross the body, and so 
forth. See Ward & Daley n.d.). Jacques sighs deeply whenever the class engages in 
brain gym, but regularly uses the need to fill his water bottle as an excuse to escape 
the classroom. 
Although Ms Bryant refers repeatedly to, and demonstrates, the metacognitive 
strategies she aims to develop in her students, Jacques often does not recognise the 
templates or seem to understand the purpose of these strategies. For example, 
students worked on individual projects following the language lesson described in 
snapshot 1. One aspect of this assignment required them to complete an "open 
compare and contrast" for their chosen country. Jacques turned quizzically toMs 
Bryant and asked "What's a compare and contrast?" He seemed genuinely surprised 
when she glared at him and walked away. 
Jacques frequently asks his teacher and classmates to clarify teacher-set tasks, or to 
bring him up to date as to where they are in a lesson. For example, 
(Monday 7 November 1994, 11 :32-34am. Day 1 of observations) 
Jacques 
Jacques 
Jacques 
What do we need? ((asked three times following Ms Bryant's explicit 
instructions)) 
I hate tests. Are we having a test? 
Are we having a test here or in the Maths Challenge room? 
((Teacher doesn't hear or ignores his questions)) 
Jacques What are we doing, Ms Bryant? What page is it? 
Jacques What are we doing, Ms Bryant? Are we having a test? 
(11 :38 am) Ms Bryant explains a new task and hands out sheets of graph paper. Jacques 
turns to Sean and asks, "What do we do with these?" 
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These frequently repeated requests for clarification or re-explanation suggest Jacques 
disengages from most academic-related events in class. This is underscored by the 
significant number of comments he makes throughout class time that have no bearing 
on the immediate task (e.g., recounting how he knocked over a girl while 
rollerskating. See snapshot 1). 
Despite his constant calls for school task clarification, Jacques rarely asks for direct 
help with his schoolwork in class. This can be interpreted in at least two ways; he has 
not done the work, or he does not want to draw public attention to his academic 
troubles. Evidence collected during the observation period supports both 
interpretations, with the balance swaying towards the latter. This is discussed in the 
following section (see section 5.2c). 
Conversations with Jacques' mother, Monica, indicate that Jacques is fearful of 
appearing to be a "dumbo". Monica reiterated Jacques' sensitivity in this respect 
during a recent conversation21 . She vividly recalled his "extreme anxiety" brought 
about by having to go to school each day, and which usually manifested itself in tears, 
nightmares, and physical illnesses. This anxiety seems to have been rife since his first 
year of school. Jacques himself indicated a sensitivity towards being singled out as a 
low achiever at the time of present study. He suggested that teachers shouldn't talk 
so much in class, and that they should "focus on other people" (i.e., not him): 
(Monday 7 November 1994, 12:45pm. Day 1 of observations) 
EVENT: INTERVIEW 1 (utterance 134) 
Jacques 'Cause you're sometimes a bit shy like, if, oh like the teacher asks, "Anyone 
doesn't understand?" and no-one else puts up their hand, and you're 
sticking up like this ((raises his hand and mimes looking around with 
embarrassment)) the others say: "Dumbo over there, look at him!" ((mimes 
whispering to a friend and pointing)) and things like that 
21 This conversation (held Friday, 12 July 1996) arose in response to Monica's evaluation of my draft 
interpretations (i.e., participant check). 
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When asked whether it would bother him if people thought he was a "dumbo", 
Jacques declared: "I don't care if they do, I just take it as a practical joke kind of thing 
((smiles)). I just laugh at them" (interview 1: utterance 146). 
Jacques also appears to try and make others laugh whenever he can. Indeed, in 
contrast to his written work, Jacques is an accomplished speaker. His lively and 
engaging conversations and in-class commentaries are interwoven with theatrically 
told anecdotes and recounts. Such tales are exuberant productions and each storyline 
is carried by words, a repertoire of character voices, evocative sound effects, and 
exaggerated facial expressions. For example, Jacques' team won a swimming relay 
race during a physical education session, and he climbed out of the pool with 
exaggerated effort and loudly announced in a deep 'sportscaster' voice: "A great swim 
by the fish". He looked around with mock modesty then raised both hands above his 
head in a triumphant winner's salute. Everyone laughed. 
There is an intriguing incongruity between Jacques' confession-like comments on 
being singled out as a dumbo, and his disavowal that this has no effect on him because 
he is able to laugh it off Consequently, it is difficult to talk about Jacques as a student 
without addressing his use of humour and jocular actions in everyday school life and 
beyond. 
5.2c 'being a joker' 
Punning, telling humorous anecdotes, using quirky turns of phrase, performing 
exaggerated reactions to his teacher's (and others') instructions22, and making others 
laugh are significant performance patterns in Jacques' everyday life. At school, he 
appears to use humour for at least two purposes: to deflect attention from his 
academic troubles, and/or as a ticket to general acceptance by his classmates. Both of 
these purposes are dynamically interrelated, as his teacher, Ms Bryant, observes: 
22 For example: looks of intense pain or horror, rapidly raising and lowering eye brows Groucho Marx-
style, freezing as though stunned by what he's hearing, and so forth. 
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(Wednesday 17 November 1994, 4:00pm. Day 9 of observations) 
EVENT: TEACHER INTERVIEW 2 (utterance 069) 
n1 
Ms Bryant Like everyone says, "Oh Jacques, he's a joker. Happy. He's always happy'', 
and so I think he's learned that's a good way to be. I think, like all children 
but some seem to need it more than others, he likes the approval. He 
doesn't want to seem to be the dumb one in the class. He would hate that. 
As already mentioned, Jacques' humour often features teasing play with language and 
contexts. For example, during group project time, Jacques' team was working on their 
India project. Eva showed me the cover for their written text and explained that Tim 
had drawn the illustration freehand. Jacques interrupted: "Did he get the hand free? 
Get it? Free hand." He laughed exaggeratedly in a cartoon-like manner. Everyone at 
the table groaned. 
He also uses teasing banter to deflect attention away from - or perhaps to parody in 
self-ironic ways - his lack of application to a school task. This manifests itself in a 
range of ways, including: commands for partners to hurry up and complete the set 
work (while he sits and does nothing; see snapshot 1 ), making potentially incendiary 
comparisons (e.g., "Sean, you're nearly as good as Kylie." Monday 14 November, 
12: 1 Opm ), and double-edged comments about classmates' knowledge and identity 
(e.g., during a German lesson to a German-born classmate: "Neuter. You'd know 
about that, Eva." Thursday 10 October, 11: 40am). 
Additionally, Jacques' use of humour includes elements of parody for seemingly 
subversive purposes. 
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(Wednesday 16 November 1994, 3:00pm. Day 9 of observations) 
EVENT: TEACHER INTERVIEW 2 (utterance 021) 
SUB-EVENT: Talking about Jacques' literacy abilities. 
Ms Bryant Jacques speaks very well and he can express his thoughts very accurately 
verbally. But it's a vicious cycle because he doesn't like to write- it's difficult 
because his spelling is poor. And for that reason he avoids writing; and I find 
that he tries not to take it seriously. He tries to make a joke of his writing in 
all his stories. In first term, all the children did general process writing, and 
he made these little books called 'J.P.'s Stories'. He made about six of them 
and the kids thought they were hilarious. But there was nothing in them, like, 
they might have had ten words at most in them. They were very, very 
childish. 
Such public ridicule of academic tasks appears to be one way Jacques deals with his 
evaluation of himself as a (non)literate student. Given Jacques' comments about 
schooling, his subversion of the Writers' Centre can also be interpreted as a refusal 
to engage in tasks that have little 'real world' meaning for him. It may also be an 
attempt to align himself with the dominant group of male students in his class by 
refusing to comply with classroom writing conventions; most members of this in-
crowd are far from being compliant students. It seems only when Jacques is behaving 
and/or using language in comical but risky ways that these boys notice him and accord 
him approval. 
5.2d Interpreting 'being a (low achieving) student' and 
'being a joker' 
Jacques' construction of being a student often clashes with his teacher's expectations. 
For him, as already noted, 'being a student' requires patience and endurance until he 
reaches Year 10 and can leave school. School learning has little or no connection with 
the 'real' world for Jacques, and much of what he does in class seems pointless to him 
(cf., Walker 1988:59). 
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His teacher, on the other hand, makes it explicit that she expects students to be 
organised, self-directed, hard working, attentive ("You're not even facing the 
blackboard, J.P."), independent thinkers, task-focused, to use higher order thinking 
skills, and to behave with maturity. Jacques rarely appears to satisfy the membership 
requirements of the particular student sub-Discourse orchestrated by Ms Bryant. 
Indeed, Jacques appears to manage as best he can by turning much of his schooling 
into an elaborate joke fest. His 'small stories' are a telling example. Jacques' joker 
_discourse seems simultaneously to act as a buffer against ridicule from his classmates 
over what he sees as his 'school' inadequacies, and to generate classmates' . 
appreciative laughter and feelings of inclusion. Thus, he does not fill the oft-cited role 
of class clown or buffoon intent on drawing attention to himself (cf, Vinnie in 
McLaren 1993, p. 161; Murph in Walker 1988, p. 45). Rather, Jacques appears to use 
humour to deflect or defuse attention, or to send himself up- usually by means of self-
directed irony (cf, lending 'encouragement' to Sean's reading)- before someone else 
does. 
Additionally, some students, such as Sean, act as foils for Jacques' runmng 
meta( con)textual commentaries and teasing banter. However, these classmates 
customarily play a secondary or peripheral role to these commentaries ( cf, the 
traditional 'straight' player in comedy troupes). His style of humour, however, is not 
always met with enthusiasm from his classmates. This sometimes leads to relational 
ruptures, particularly when Jacques oversteps classmates' tolerance limits and 
becomes annoying rather than amusing (teacher interview 2: utterance 365). 
Hence, Jacques clearly brings to his classroom relationships a particular .discourse that 
appears to be coordinated by certain sets of worldviews and values. These values 
include: being able to laugh at yourself, not taking yourself or others too seriously, 
being able to defuse a potentially uncomfortable situation, and so forth. This joker 
_discourse does not seem to have been acquired at school or within his classroom, 
although I cannot vouch for previous classes. Apart from Jacques, no other person in 
230 Chapter 5: Findings 
class produces this kind of discourse as a 'natural-seeming' aspect of their interactions 
with peers, except when they are recruited by Jacques as foils to, or co-conspirators 
in, his meta( con)textual commentaries ( cf., Jacques' interactions with Sean). 
Despite the seeming idiosyncrasy of Jacques' joker discourse at school, it is possible 
nonetheless to make tentative interpretations about Jacques' use of this discourse. For 
example, I never observed Jacques recruiting male members of the in-crowd as foils 
for his jokes and puns. This suggests Jacques' use of humour in class may be 
implicated in expressing some degree of (limited) personal 'power' in what is often 
for him an exceedingly powerless situation. In addition, I have deliberately used a 
lower case 'd' in referring to Jacques' joker discourse. Although it is easy to identify 
this discourse as a well-established and practised pattern of interaction in Jacques' 
repertoire, it is extremely difficult to talk about him as a 'member of a joker 
Discourse' (i.e., Discourse with a large 'D'). 
For example, his joker discourse is (variously) recognised by the audiences he recruits 
at school on a moment-by-moment basis, and is characterised by a number of patterns 
of practices (e.g., Jacques rapidly raising and lowering his eyebrows to let you know 
that he's "having you on", repeated audience responses such as "Yeah right, J.P.", or 
laughingly "Oh, J.P.!"). Nevertheless, as indicated above, his classmates do not take 
up this joker discourse and initiate joker interactions with Jacques or others, and as 
such, cannot be identified as members of a 'joker Discourse'. Indeed, it is difficult to 
confidently extrapolate the sets of social practices and beliefs that would constitute 
membership in such a Discourse (or any of its modulations) from the way he uses his 
joker discourse at school. 
Thus, it seems to me that in order to be able to identify this discourse as a co-
constitutive and dynamic element of a particular Discourse, I would need to observe -
over time - Jacques interacting with others who actively engage in and generate the 
kind of joker discourse he employs. This strongly suggests that in order for a 
Discourse to be recognised or identified by an outsider, there needs to be some sort 
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of explicit and observable demonstration of what it means to be a member of a social 
group that lays claim to the D/discourse. Thus, observing a single member of a 
dispersed or inaccessible group renders interpretations of Discourses di:fficult23 . In 
addition, I have found some Discourses easier to identify with confidence than others. 
This suggests that some Discourses (e.g., particular student Discourses) may be more 
institutionally stable and perennial than others, and therefore more familiar, 
recognisable, and generally more researched by others (although not necessarily in 
terms of Discourses per se). Other Discourses may be more fluid and more easily 
changed than others, and therefore more difficult to pin down in terms of (relatively) 
enduring patterns of practice, values, beliefs, and so forth. This provides me with an 
interesting avenue of investigation subsequent to this thesis. 
Looking beyond school, I have a hunch that Jacques' joker discourse may be a 
particular instantiation ofhis family's interactional patterns. Interactions among all of 
Jacques' family members are shot through with humorous language uses, quick 
banter, and exaggerated gestures and facial expressions. Being a member of Jacques' 
family includes having access to each others' exploits and turning them into hilarious 
anecdotes, being able to identify when someone is "having you on" and being able to 
play along in like manner, and sharing insider jokes. For example, while retelling the 
movieRobinHood: Prince of Thieves, Jacques repeatedly referred to 'Maid Marion' 
as "Maid Miriam". Monica laughed from the kitchen, saying "Miriam! That's my 
mother's name". "And we don't want to talk about that!" Giles, Jacques brother, 
immediately responded with an exaggerated conspiratorial air and knowing nod. 
Jacques and Monica laughed. 
This suggests that perhaps the joker discourse Jacques employs- and which appears 
to draw on established traditions of oral humour that celebrate 'leg-pulling', self-
23 This also has significant implications for using D/discourse as an analytic device in research when 
participants do not overtly engage in conversations or physical action (see especially section 5.4 
below). 
232 Chapter 5: Findings 
directed irony, and clever banter4 - is an intrinsic part of, or has seeped into, his 
primary Discourse25. Jacques' joker discourse demonstrates masterful performance of 
complex and intertextuallanguage patterns, but he seems unable to utilise these skills 
in his school tasks in ways that are academically successful. This suggests that Jacques 
may not have metalevel understanding of the complex language practices in which he 
is engaging, and the possibility of using these language capacities for other purposes. 
This would help explain the disparity between his oral language capabilities, and his 
reading and writing performances. 
To sum up thus far, the weight of collected and cross-examined evidence suggests that 
although Jacques may see some purpose in schooling (i.e., to stop people becoming 
"duds", which he regards as an important role) it holds very little personal significance 
for him out-of-school (apart from the anxiety it causes him). Conversely, I propose 
that being a joker at school plays a significant role in Jacques' life as, at the very least, 
a general coping strategy. In this sense, I believe Jacques' joker discourse is important 
to him. 
5.2e Jacques' everyday life out-of-school 
Jacques' life outside school contrasts dramatically with his life in school. As practising 
Jehovah's Witnesses, Jacques and his family are closely involved with church out-
reach work in local communities. Jacques' father, Rod, owns his own successful 
earthmoving business and is an Elder in the Church. Jacques' mother, Monica, runs 
their home and is heavily involved in volunteer Church work and other activities each 
day. His sister, Felice (19 years), works part-time for Monica's sister and brother-in-
law (Graeme and Jake's parents) and is completing a diploma in business 
management. She also teaches piano part-time at home. Jacques' brother, Giles (16 
24 This also seems to include, for Jacques, the usually less sophisticated humorous devices of television 
advertising and sitcoms. 
25 Indeed, it could be said that this joker discourse may be employed by Jacques' family to help diffuse 
moments of tension or discomfort that may arise in their community-based work as Jehovah's 
Witnesses. This line of inquiry will not be pursued for ethical reasons. 
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years), attends a local state highschool, is more academically inclined than Jacques, 
and is an avid rollerblader. 
Jacques' family lives in a large, well-kept home in an aftluent area some little distance 
from the schooL Their house is a sprawling, chocolate-coloured brick home 
surrounded by lush lawns and gardens. The house is light and airy inside, with a large 
open-plan kitchen and living space giving onto a generous inground pool set beside 
the house. All three children have their own bedroom. 
This family is openly warm and loving, and spends much time talking together as a 
family, usually after dinner each night. These times, Monica explains, include Bible 
readings and discussions with Jacques, Giles, and Felice about "morality, problems 
they may be experiencing, or aspects of their personality they need to develop" 
(familiarisation visit, Saturday 5 November, 4:25pm). For both Monica and Rod, it 
is important to "keep communication between parents and children open" (Saturday 
5 November, 4:26pm). Many of these values parallel conceptions of family and 
personal well-being promoted in the Jehovah's Witness literature. For example, 
(The Watchtower: Announcing Jehovah's Kingdom. May 1 1993: 7) 
A wealth of relevant, practical advice is found in the Bible. Principles related to 
cleanliness, industriousness, communication, sex, divorce, the paying of taxes, dealing 
with personal differences, and coping with poverty are just some of the aspects of life 
touched on in the Bible. Millions will testify that the difference between success and 
failure in their lives has depended on the degree to which they have applied Bible 
principles. 
Continual self development is a recurrent theme in both Monica's and Rod's talk, and 
is not necessarily tied to academic success (among other things). In Jacques' case, 
they actively encourage his interest in his father's earthmoving business. For example, 
Jacques is free to stay home from school camps and spend this time accompanying his 
father to work. Moreover, they are confident that Jacques will do well in life, despite 
his experiences at school (Saturday 5 November, 4:22pm). 
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In addition to other activities (e.g., Bible study, witnessing), Jacques' family attends 
Theocratic School once a week, and Jacques is required to read and explain texts 
regularly to the assembly (often up to one hundred people )26. This reading, speaking, 
and exegesis is evaluated publicly by members of the Theocratic School, who use 
checklists and criteria from the Theocratic School literature to assess his performance. 
At least two identities can be identified in this circumscribed characterisation of 
Jacques: being a worker, and being a Jehovah's Witness. While many other social 
identities could be interpreted from the data collected in relation to Jacques, those 
identified above constitute significant and coordinating elements of Jacques' everyday 
life. A second snapshot (presented below) acts as a useful starting place for exploring 
these identities. 
5.2f Snapshot 2 
(Friday 18 November 1994, 5:00pm. Day 10 of observations) 
Jacques sits in the driver's seat of Felice's Volkswagen, rewing the engine. The car is 
parked on the street and Jacques has asked Felice if he can bring it into the carport. I sit 
- somewhat nervously- in the passenger seat. Jacques explains to me that the car is 
actually semi-automatic. He points out that it doesn't have a clutch, and demonstrates 
how to change gears. He eases the car into reverse, and in one fluid motion backs the 
car up the street (rather further than actually necessary) and then forward into the 
driveway. He is very confident and competent. 
His parents have come outside to watch, and we stand talking as Jacques continues to 
position Felice's car 'just so' beneath the carport. Rod observes how some people have 
"an affinity with machines" and that Jacques is one of them. Rod describes how Jacques 
"learned" to drive unassisted when he was 7 years old; he and Rod were out "doing a 
job" and Rod simply told Jacques to bring the work vehicle closer. And he did. 
Monica and Rod explain how Jacques will most likely follow his father into the earth-
moving business, although the final decision will be left to him. They describe how 
Jacques likes nothing better than to spend his school holidays working in his father's 
earthmoving business, where he drives heavy vehicles and, in Rod's words, "Works 
harder than a lot of twenty-year olds I know". 
26 Theocratic School is held every Thursday night and runs for 90 minutes, comprising two meetings. 
The first meeting ( 45 min) focuses on developing public speaking and exegesis skills. The second 
meeting (45 min) is devoted to enhancing aspects of ministry (i.e., witnessing). 
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Jacques' conversations at home and elsewhere- including school- are interwoven 
with references to 'work' and 'being a worker'. His talk about his father's business 
and machinery is couched usually in first person collective grammatical terms (i.e., we, 
ours, etc.), and distinctions between his father's experiences and Jacques' work roles 
are often blurred. For example, Jacques was discussing schooling experiences with a 
number ofhis classmates and observed: "A mate of mine at work- a mate ofDad's-
dropped out of school in grade four" (Monday 7 November, 2:08pm). Later, Jacques 
declares his strong affiliation with this world of work by explaining to his classmates 
who were describing themselves variously as homeboys, surfies, and dudes: "I'm 
nothin'. I'm just a working man" (Monday 7 November, 2:15pm). 
Jacques' world of work is very much an adult world, where he is expected to assume 
adult responsibility for the jobs he is allotted. Indeed, when talk at school turns to hit 
songs and hip clothes, Jacques either does not join the conversation, or contributes 
comments - like the one above - that usually bring the conversation to an abrupt close. 
Alternatively, Jacques is able to talk in technical detail about all manner of machines 
and their workings, and is cognisant oflegal aspects connected with this world. For 
example, 
(Monday 7 November 1994, 12:45pm. Day 1 of observations) 
EVENT: INTERVIEW 1 (utterances 001 to 006) 
Michele 
Jacques 
Michele 
Jacques 
So what sort of things do you do when you do 'work'? 
With my dad? Oh, shovel, I drive the machinery. There's this new thing out 
now, a new law, that if you drive machinery for seventy hours you can get 
your licence for it 
Doesn't matter how old you are? 
Oh, yeah, well you can drive it for seventy hours, and then when you're 
seventeen you can get your licence straight away 
Indeed, school only seems to make sense to him when he is able to relate it to his 
working life outside school. For example, when I asked him what "duds" were (see 
section 5.2a above), he defined them as people who don't know anything and 
identified that as a problem: "Because if you wanted some gravel to put on some road, 
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well you gotta know how many square metres and all that stuff to put on" (interview 
1 : utterance 24 2). 
Jacques also puts his knowledge of the business world and his skills as a worker to his 
own personal use. For example, with the help of his mother and brother, Jacques used 
his father's computer to compose a flier advertising "J.P.'s Mowing Service": 
J.P.s 
Mowing Service 
-- Efficient, reliable service. 
-- Grass clippings removed. 
-- All edging done. 
-- First time lawn cut FREE! 
(only regular customers) 
-- For free quote Ph 333 3333 
He posted this flier in localletterboxes, and soon established a profitable weekend and 
summer holiday business. When asked about the language used in the flier, Jacques 
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explained he had included "First time lawn cut free" in order to entice customers; or 
in his words, "So they all go, 'Oh yeah, this is great' ((mimes a double take)) 
Whhhhttttt!! ((grabs the flier)) 'What's that number again?!' " ((mimes dialling 
frantically)). The smaller font for "Only regular customers", too, complies with the 
genre ofbusiness fliers and emphasises Jacques' meta-level understanding of the way 
things are done in the business world. 
5.2g Interpreting 'being a worker' 
Jacques' life out-of-school appears to much more meaningful and purposeful for him 
than life in school. Additionally, it can be claimed with confidence that Jacques values 
being a particular kind of worker in the adult world of business. Such claims are 
grounded in regular patterns of reference to work and his parents' confirmation of his 
love of working. 
Applying Gee's theory of D/discourses to data collected about Jacques makes it 
possible to see that through his father and the family's earthmoving business Jacques 
has direct and physical access to a real-world business Discourse. Indeed, it can be 
said that Jacques is being apprenticed to this secondary Discourse in ways that 
promote acquisition - and therefore expert performance - more than learning 
(although this balance may change once Jacques begins working with his father 
fulltime). This is aided and abetted by the imbrication- or coordination- of Jacques' 
primary Discourse and this secondary business Discourse. Overlaps are many. For 
example, Rod's office is at home, Felice is studying a Diploma of Business 
Management part-time at a local university, and Jacques' uncle and aunt (Graeme and 
Jake' parents) are extremely successful entrepreneurs. 
Interpretations of Jacques' apprenticeship, as with Nicholas, are usefully served by 
Rogoff's (1995) three-dimensional conception of apprenticeship, rather than by Gee's 
novice-expert dyad. Thus, Jacques can be said to be apprenticed to at least one 
potentially powerful Discourse (i.e., business), to which he has immediate and regular 
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access to experts by means of his father's and relations' businesses. He is also 
provided with opportunities for guided participation by means of his father and his 
father's work associates, his uncle and aunt's business (his sister Felice works for 
them, and his father was also in partnership with them a number of years ago). 
Participatory appropriation is clearly demonstrated in Jacques' conception of, and 
action in relation to, his mowing business. The implications of such acquisition, 
learning, and supported practice opportunities for Jacques' life beyond school are 
enormous. 
Many current economic and social theorists agree that the nature of work and the 
roles of workers are changing as the twenty-first century approaches27. Economic 
success in the future, according to these writers, will depend at the very least on one's 
abilities to identifY and solve problems, and to predict future life chances for oneself 
and/ or for others based on analysing the past and present. In their terms, expert 
performance in such analytic work requires meta-level understanding of consumers 
and business. Jacques, however, adds an important entrepreneurial dimension to such 
analyses. 
Jacques may not master the kinds of 'symbolic-analytic' work that Robert Reich 
(1992, p. 174) believes will characterise economically successful - and powerful -
workers in the twenty-first centuif8. However, his increasing meta-level 
understanding of business enterprise and his ability to put these understandings to 
work in practical ways (cf, his lawn mowing business) will stand him in good stead 
with regard to economic prospects in the not-too-distant future29. Indeed, and despite 
27 See, for example: Aronowitz & DiFazio 1994, pp. 13-57; Cummins & Sayers 1995, pp. 81-118; 
Heath & Mangiola 1991, p. 48; Howe & Strauss 1993, pp. 107-113; Reich 1992, p. 174. 
28 Reich identifies at least three categories of services that will be provided by workers by the year 2020: 
production services, in-person services, and symbolic-analytic services. He also claims that the bulk 
of the world's wealth will be owned by those who can provide symbolic-analytic services. Reich 
(1992, p. 177) estimates this will be five percent of the world's population. 
29 Of course, work and business Discourses comprise only part of one dimension of Jacques' everyday 
life, both now and in the future. Nevertheless, they remain an important part. 
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technically failing primary school, Jacques seems confident - as do his parents - that 
he will be successful out-of-school. 
The contrast between Jacques' membership in at least one business sub-Discourse and 
his coordination by student Discourses is striking. As a 'worker', Jacques engages in 
real-world tasks that are purposeful and meaningful for him. He is expected to 
conduct himself as an adult worker and is involved in various kinds of autonomous 
and team work. He has access to guided participation and opportunities for 
participatory appropriation, and has some understanding of the links between work 
and livelihood. Such opportunities and knowledge are obtained from observing and 
working with his father, from watching him ordering machine parts and other 
materials during the day, and seeing him balancing accounts at nighe0. Unfortunately 
for Jacques, the expertise he has acquired out-of-school is not valued academically 
within his classroom. Even when opportunities arise for Jacques to demonstrate his 
mastery of the business Discourse- such as his thriving car sales business established 
during Earn and Learn sessions31 - these opportunities are disregarded by his 
classmates and teacher as an aspect ofbeing a successful student. 
The Discourses of work and business, however, are not the only 'adult' Discourses 
coordinating Jacques' social identities out-of-school. Being a Jehovah's Witness32 
3° For example, Jacques recmmts: "And I go 'Oh Dad, I can't work for you until you give me my pay' 
and he goes 'Oh.. I've gotta do this, and I've gotta do that'. He got his pay cheque the other day, and 
I go 'Oh Dad, half that's mine' ((said in a singsong voice))" (interview 1: utterance 190). 
31 Earn and Learn (Vingerhoets 1993) is a commercially-produced and complex role-play simulation 
of an adult community. It comprises a teacher's handbook and a set of photocopiable cheque books, 
wage sheets, drivers' licences, and other bureaucratic paraphernalia. The Earn and Learn simulation 
sets in place only the institutional structures of a community (e.g., a bank, grocery store, real estate 
agent, car dealers, a casino, etc.). All else that transpires is constituted by the interactions of the 
students enacting their roles. This program is becoming increasingly popular in upper primary grades 
in the Brisbane region, and suggests useful terrain for future research projects. 
32 Technically, Jacques does not become a Jehovah's Witness until he publicly declares his commitment 
through baptism (interview 3: utterance 231 by Monica). However, because Jacques participates in 
activities as though he is a confirmed member, he will be referred to as such for the purposes of this 
discussion. 
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involves Jacques in a range of complex language, literacy, and social practices, and 
includes a range of important and recognisable props. 
5.2h 'being a Jehovah's Witness' 
Jacques, as mentioned above, attends Theocratic School once a week with his family, 
and engages in a range of other church-related activities. Theocratic School has a dual 
purpose; it provides ministry training, and it acts as a forum for knowledge sharing 
(Watch Tower Bible & Tract Society of Pennsylvania 1971, p. 9). In Jacques' case 
specifically, this requires him to write an introduction and conclusion to a Bible 
reading which he then presents to the congregation. The introduction and conclusion 
usually tie the reading to current issues or to personal experiences in ways that help 
explain the meaning of the Bible text for everyday life. 
Additionally, Jacques has to work on 'points of counsel' which are linked to ministry 
training. For example, at the time of observations his reading for December requires 
him to focus on Study 29: "Fluent, Conversational Delivery with Proper 
Pronunciation" (Watch Tower Bible & Tract Society of Pennsylvania 1971, pp. 142-
149). As previously mentioned, this particular aspect of Jacques' delivery is to be 
evaluated by a member of the congregation, who will suggest areas requiring further 
attention. Monica helps Jacques prepare for these public presentations; they work 
together on writing the introduction and conclusion, and then Monica reads the text 
and Bible passage onto a tape for Jacques to read along with as he practises (interview 
1: utterances 448-450). Jacques also participates in family and congregation Bible 
reading and study sessions held regularly in members' homes. 
Jacques' church commitments are very much part of an adult world, and Saturdays 
see him dressed in shirt, tie and suit, and carrying a briefcase as he, his family and 
others in his group go witnessing in their allotted "circuit" (interview 1: utterances 
276, 288). This work requires Jacques to be familiar with the literature they show to 
people (e.g., Watch Tower, Awake!) and involves Jacques in discussing sophisticated 
concepts and understandings about personal values, religious beliefs, and 
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contemporary social issues with a range of people. Jacques gives some intimation of 
this in describing how they go about witnessing: 
(Monday 7 October 1994, 12:52pm. Day 1 of observations) 
EVENT: INTERVIEW 1 (utterance 298) 
SUB-EVENT: Describing what he says when they go witnessing. 
Jacques "We're just calling today, to show you these magazines", and it depends 
what they have on the front of them. Some are, like, child abuse, some are 
to do with robbery and stuff like that. It all depends what's in the Watch 
Tower. And Awake! is its partner kind of thing and you just, and you just 
open up the front page and show them inside it. If they buy one then you call 
back. Maybe if you see an article they like, or if they tell you what they like, 
then you just say "Oh yeah, that's an interesting one", kind of thing, and you 
might take them back a book. 
Being a member ofthe Jehovah's Witnesses involves Jacques in a wide range of 
reading, writing, speaking and listening practices. Although Jacques sometimes 
engages in these practices reluctantly, the amount of public and private reading, public 
speaking, and discussion he does in connection with being a Jehovah's Witness far 
outstrips his application to literacy activities at school. 
Unfortunately, few- if any- of Jacques' extremely proficient oral language practices 
and understandings appear to be allotted academic space or obtain him academic 
kudos at school. This is despite his teacher's recognition that he is a fluent speaker 
(see section 5.2c above). 
5.2i Interpreting 'being a Jehovah's Witness' 
Being a member of the Jehovah's Witnesses community is to be constituted and 
coordinated by a Discourse that has its boundaries and membership criteria clearly 
delineated in a body of literature and set of social practices. Interpreting Jacques' 
membership in this community requires more extensive observations of Jacques as a 
Jehovah's Witness and more extensive insider knowledge than I was able to obtain 
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during the two week observation period. Accordingly, the following discussion 
focuses only on those language and literacy practices to which I had some access. 
Bringing Rogoff's notions of apprenticeship, guided participation, and participatory 
appropriation to bear on Jacques' and his family's practices as active Jehovah's 
Witnesses, it is possible to claim that Jacques is being apprenticed to a range of 
literacy practices that will no doubt help him "improve in ability to gather, develop and 
present information logically to others" (Watch Tower &Tract Society 1971, p. 9). 
At a surface level, these practices appear indistinguishable from school language and 
literacy practices (cf, the goal of the new Queensland English syllabus). However, in 
my opinion, Jacques will use these sets of practices to meet vastly different social 
purposes. 
In relation to becoming a Jehovah's Witness, Jacques is being apprenticed to a 
Discourse that, among many other things, values the ability to witness through 
speaking confidently, cogently, and with persuasion. Although Jacques is learning the 
craft of speaking as a Jehovah's Witness explicitly through Theocratic School, he is 
also acquiring the ability to tell engaging stories, share humorous recounts and 
anecdotes that often have a 'message' to them, and to construct persuasive verbal 
arguments as modelled by his parents, siblings, Graeme and Jake's family, and other 
church members. This differs from school literacy practices, whereby teaching in 
Jacques' class appears to focus on reading and writing for primarily school purposes 
(cf, appendices 2.1 & 2.2; 5.1a & b). 
Indeed, juxtaposing the 'compare and contrast' lesson in snapshot 1 with Jacques' 
out-of-school oral language practices throws an intriguing mismatch into sharp relief 
During the compare and contrast lesson, Jacques did not give the impression that he 
understood the purpose of the lesson. Indeed, his question about comparing and 
contrasting information in the following session confirms this (see section 5.2c above). 
At home, however, Jacques is able to successfully compare and contrast phenomena 
in order to arrive at a position or decision. 
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One example occurred during our second interview, when he described in great detail 
what was similar about his and Graeme's new roller skates with regard to features and 
performance, what was different between them and how that impinged on prices, and 
how he had opted for the cheaper pair in case roller-skating did not become a passion 
for him. Similar reasoning had worked effectively on his parents who subsidised his 
purchase after initially refusing to do so. However, his oral ability to 'compare and 
contrast' seemingly had no purchase in his school-based academic performance for 
either Jacques or his teacher. 
Given that acquisition leads to masterful performance- which, in Jacques' case, is 
already being enhanced through learning opportunities presented at Theocratic School 
-I predict with confidence that Jacques will be a fluent and persuasive public speaker 
and engaging conversationalist (regardless of his future relationship with the Church). 
I also strongly suspect that this mastery will not be matched by his writing 
performance. The economic effects of these predicted outcomes can only be 
speculated. However, Rod's business does not appear to require a great deal of 
written text production as much of his business is conducted either over the phone or 
in face-to-face encounters (interview 1 with Jacques: utterance 244). Thus, the orality 
of the kind of work Jacques intends pursuing, coupled with his meta-level 
understandings of a business Discourse, indicates economic possibilities far beyond 
those that could be predicted from his school performance. 
In conclusion, it is impossible to identify the value Jacques places on being a member 
of the Jehovah's Witnesses. Such evaluation would require a longer period of 
investigation and a greater degree of insider knowledge than possible in the present 
study. Thus, Bennett's (1993, p. 574) question regarding the degree to which a person 
values their membership in a Discourse must always be tempered by the degree of 
insider knowledge to which the researcher has access, and the quality (rather than 
amount) of time spent in the field. 
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5.2j Summation 
Perhaps some of the tensions observed among aspects of Jacques' life in school and 
out-of-school are promulgated by contradictions within the English syllabus 
documents. For example, the syllabus exhorts teachers to provide all students with 
meaningful language tasks in class that serve real or life-like social purposes. 
Curiously, however, the kinds of language tasks promoted within the syllabus 
documents are mostly literary in nature and implicated in cultural heritage ideals of a 
largely eurocentric disposition (see appendices 2.1 & 2.2). In addition, sample text 
analyses provided in accompanying documents generally begin with an overview of 
generic structure and key linguistic features, rather than with students' experiences 
with these texts in their everyday lives. Thus, it is hardly surprising that Jacques often 
feels alienated during language and literacy lessons. 
Indeed, from my observations, it seems that current language lessons at school have 
no bearing on the real world for Jacques. Even by Year 6 Jacques was claiming he did 
not read or write out of school (pilot study, interview 1 ). The two weeks spent 
observing Jacques for this study confirm a rupture between what Jacques is doing in 
school and the kinds of adult D/discourses he is being apprenticed to out-of-school. 
Thus it seems that it will be his out-of-school social practices, and not his in-school 
practices, that may prove most valuable to him in his adult life. 
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5.3 LAYLA 
Layla (12 years), like Nicholas, is tall for her age. She has dark brown, shoulder-
length hair cut into a bob which she usually keeps off her face with a black Alice 
headband. Layla can look quite serious at times; however, when she smiles her face 
radiates warmth and good humour. She is keenly aware of 'what's in' for teenage 
girls, buys Girlfriend magazine whenever she can33, dresses in the latest fashions for 
teenagers out-of-school, and identifies herself as a "shopaholic" (personal profile 
response). 
Layla has lived in the same house all her life. Her parents, Beth and Ray, bought it 
over fourteen years ago when they were newly married. Their house is located in an 
older area of north Brisbane classified as inner city, and is becoming increasingly 
gentrified. Layla's family remodelled their Federation-style home (circa 1900-1910) 
during the 1970s, and it is now a large, comfortable double-storey home. Ray is a 
partner in a tiling business and did much of this remodelling work himself Beth 
trained as a nurse, and at present works during school hours as a medical secretary in 
a private hospital. 
Layla's brother, Jonathon, is one year older than Layla and they share a relationship 
characterised by long periods of solidarity punctuated by moments of hostility. They 
regularly play Nintendo games together4 (although Layla doesn't much care for the 
"fighting" ones), and talk to each other about their respective schools. Their favourite 
33 Girlfriend is aimed specifically at the young 'teen girl' market. For example, the contents page of the 
November 1994 issue includes: 
FASHION 
CELEBS 
FEATURES 
43 Water Babies The coolest cossies to look hot in 
62 Just Chillin' Celebs spill how they chill out 
40 Flirt Alert How to know when he's hitting on you! 
34 Jonathon has a full-sized television in his room that he uses almost exclusively for playing Nintendo. 
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television show at the time of observations is Ren and Stimp;f5, and one ofLayla's 
most prized possessions is a brightly-coloured poster ofRen and Stimpy that has them 
outfitted in gas masks and standing in a room full of cheese. The caption for the poster 
reads: "Who cut the cheese?". Beth sighs and declares that the characters have "sick 
senses of humour" but seem popular with young people (familiarisation visit, 20 
September, 12:30pm). 
Jonathon is in his first year of secondary school and is attending a Catholic boys' 
school; Layla will attend a nearby Catholic girls' secondary school next year. Jonathon 
has not yet decided what he would like to do when he finishes school, while Layla 
would like to "work with animals or travel" (personal profile response). Although 
Beth had promised herself that she would never send her children to either Catholic 
schools or single-sex schools after her own experiences in both, she feels that in 
present times such schools offer the kinds of academic experiences she believes are 
important (Monday 26 September, 2:00pm - school holidays). These include, in 
relation to Layla: girls not being inhibited by boys, more opportunities for teacher 
attention than if boys were present, and higher success rates for girls. Beth 
emphasises, however, that all she really wants from her children's education is that 
they become "good people" and hold "good values" (Monday 26 September, 
2:00pm). 
Her mother's aspirations seem to have a strong influence on Layla' s own actions and 
language uses. For example, when asked what she would wish for if she had three 
wishes, Layla nominated: "That everyone can be friends" (interview 2: utterance 091). 
Another time, she described instances of being caught in traffic jams on the Brisbane-
Gold Coast highway ("the road to Dreamworld", a popular local theme park), and 
looking around at the people in the cars beside her only to have them give her "the 
finger". She tells how she ignores them as her mother advises her to do, but is 
35 Ren and Stimpy is an animated television cartoon. Ren is a neurotic chihuahua, and Stimpy is a large, 
dim-witted cat. 
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dismayed by such reactions because she "isn't staring on purpose" (Monday 26 
September, 3:05pm). 
At home, Layla' s family seems warm and close; they regularly take holidays or trips 
to theme parks together (e.g., Tasmania, Dreamworld), share humorous anecdotes 
about each other, and talk together as a family. Layla and Beth share a particularly 
close relationship and devote much time to talking with each other in the kitchen after 
school. They also watch television and movies together, as well as regularly go 
shopping together. 
Layla no longer participates in sporting activities due to a knee injury two years ago, 
and her present pursuits tend in the main to be physically inactive. In addition to 
spending time talking with her mother, Layla fills her spare time speaking on the 
telephone with girlfriends, watching television or video movies, playing Nintendo 
games with her brother, or sitting quietly in her bedroom writing letters to friends and 
penfiiends in England and Japan. In contrast, however, whenever Layla is swimming 
in her family's generously-proportioned inground pool or mucking around with her 
group of friends, her energy seems limitless. 
Layla has a close circle of female friends at the large Catholic co-educational primary 
school she attends. This group constitutes her main circle of friends both in school and 
out-of-school, and appears to be extremely important to Layla36. Unlike Jonathon, she 
has no-one her age living close by with whom to spend time; consequently, she 
regularly has friends from her circle to stay the night on weekends, or she sleeps at 
their houses. Outside this group of close friends at school, Layla appears to associate 
cordially with most of her classmates and teachers. Indeed, in relation to the latter 
36 Unfortunately, there does not seem to a 'female' equivalent for the concepts of 'mate' and 'mateship'. 
Despite the cohesiveness and loyalty that the term 'mate' connotes, its cultural associations make it 
unsuitable for describing Layla' s group ( cf, Walker 1988). Accordingly, the label 'circle of friends' -
although still inadequate- is used to describe Layla's close girlfriends and their interrelationships. The 
term 'circle' was chosen deliberately because many of the group's interactions were conducted while 
sitting or standing in a circle. This was not the case with Nicholas and his mates, nor with Jacques; 
who usually talked with others while engaging in some sort of physical activity, such as playing 
basketball or roaming the playground. 
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group, Layla was never observed being reprimanded or disciplined as an individual by 
teachers. 
In Layla' s class, there are no fixed seating arrangements. Groups of large tables fill 
most of the room. Pigeon holes under the bank of windows on opposite sides of the 
classroom hold students' school books and other belongings. Layla appears to share 
a warm and trusting relationship with her classroom teacher of two years - as do the 
majority of students in her Year 6/7 composite class. Although she participates in 
most things in class (e.g., role plays, collaborative writing, debates, etc.) and in school 
(e.g., the school musical, mass, etc.), she appears to prefer operating in the 
background, rather than taking a prominent role. Her teacher, Mr Wills, describes 
Layla as an "average" student. 
Christian behaviour codes and citizenship principles characterise Layla' s schooling. 
Physical and spiritual "care for each other'' are explicit ethics that infuse teachers', the 
principal's, and the priest's talk in the chapel, assembly hall, classroom, and 
playground. This is overwritten by public prayers and songs in which students 
participate37. Indeed, Layla repeatedly voices institutional expectations regarding 
fraternal relationships with others and being a "good person". For example, Layla 
explained to me why Shona was trying to help repair relationships within another 
group of girls: "Our teachers said we have to help each other" (Thursday 27 October, 
1:33pm). Such emphasis on duty of care and (loving) relationships seems more 
pronounced at Layla's school and in her talk than in Nicholas' Church-based school 
and his talk at school, and certainly more so than in Jacques' school. 
At least two significant forms of life or social identities can be identified in this 
incomplete characterisation ofLayla' s everyday life. These include: being a particular 
kind of (teenage) friend, and being a particular kind of student. Accordingly, the 
37 This includes songs such as: Come Together with the repeated lines: 'We are part of one family ... ', 
A Life of Love with the repeated lines 'Love one another', and so forth. Prayers include lines such as: 
'walk in the newness of life as your adopted children', 'Lord Jesus you have made us your brothers 
and sisters in Baptism'. 
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following two snapshots and accompanying discussions attempt to hold in place for 
closer investigation the ways in which these imbricated forms of life and their 
motivations constitute everyday language and social practices for Layla. 
5.3a Snapshot 1 
(Tuesday 1 November 1994, 11 :13am. Day 7 of observations.) 
EVENT: MORNING TEA 
It is a searing hot day. A group of girls from Layla's class and the other Year 7 class sits 
in a circle on benches in the shade of a classroom block eating their morning tea. 
Seemingly without any signal, they all begin singing in unison a song that is unfamiliar to 
me, but that is obviously popular with this group. They break off to poke fun at Layla's 
boiled egg that she has brought along for morning tea. She protests and shifts around 
on the bench, declaring that she likes boiled eggs. Sallie tells about a television 
advertisement where a man eats a raw egg whole. The girls groan "Gross" or "Yuk". 
Layla finishes her egg as attention turns to Shena who is eating 'Nutella' from a plastic 
and foil container. Sallie starts singing the 'Nutella' advertising jingle and the others join 
in, which leads to singing the 'Caramello Bear' jingle. This turns into talk about television 
shows, and everyone agrees that Maxie's World is "Cool" and "So good". They discuss 
what happened on Lois and Clark on Monday night, with different girls recounting the 
parts they liked best. 
(11 :18am) The girls finish eating and stand or sit in the shade; out of the glittering heat. 
A number of girls make different suggestions as to what they should do with the 
remainder of the break, and they decide to play 'Dare'. 
Layla is chosen to carry out the first dare. The group send her off to ask a boy if he'd like 
to go out with one of them, but she returns without having carried out her task. There is 
much laughing and loud talking. The girls stand around discussing who's going out with 
whom -the game of Dare apparently abandoned - and who is fighting with whom in 
Layla's class and the other Year 7 class. 
The school bell sounds deafeningly above us and Layla and Shena scream until it stops 
ringing. In the meantime, the others smile at each other and put their hands over their 
ears in a practised manner. Layla announces to no-one in particular: "My momma 
always said, life is like a box of chocolates -you never know what you're gonna get." The 
girls can be heard repeating this line from the movie, Forrest Gump, all the way up the 
stairs to their classroom. 
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This first snapshot holds in place patterns that were repeated countless times over the 
course of observing Layla in school and out-of-school contexts. During the 
observation period, it became obvious that Layla's language practices play a 
significant role in establishing the identity of this group, and in maintaining (and 
sometimes repairing) relationships at school and out-of-school. Accordingly, the 
following discussion focuses first on language practices that are- in Gee's term-
coordinated by popular media. Discussion then focuses on Layla's membership in a 
particular group of girls. 
5.3b 'being a teenager' 
Within Layla' s close circle of friends38, as already indicated, much time out of class 
is devoted to singing television and radio advertising jingles, recounting the latest 
episodes of and reciting lines from favourite television shows, sitcoms and series, 
discussing movies and movie star exploits, talking about the latest in fashion trends 
(including comments on what teachers are wearing; cf, McRobbie 1991, p. 13), and 
dancing and singing their own covers of popular songs. It would be easy to discuss 
such language practices in superficial terms; claiming, for example, that Layla is 
simply moving through a 'typical' female teenager phase and acting out the socialising 
influences of mass media and popular culture (cf, Beaumont 1995, p. 110). Matters 
are much more complex than this, however. 
'Agentless receptacles' for popular culture is a social role often cast for female 
teenagers by many sociologists and cultural commentators (cf, Kellner 1991, pp. 75, 
80, 1995, pp. 231-260). However, Layla and her close friends do not appear to be 
slavish consumers and imitators of mass media information and the scripted identities 
they proffer. Instead, this group actively reworks material pulled from popular culture 
sources (e.g., television, magazines, movies, radio, etc.) into pastiches that appear to 
38 In the sense that 'this is the group to whichLayla sees herself belonging', rather than denoting any sort 
of ownership of the group by Layla. Indeed, the group appeared to be organised around general 
consensus, with no permanent leader observable. 
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serve a number of purposes. Perhaps most obvious are the ways in which they use 
these reworked pieces to amuse themselves and sometimes others outside their group 
(including their class teacher). For example, 
(Tuesday 25 October 1994, 11 :12am. Day 2 of observations) 
EVENT: MORNING TEA 
The girls have finished eating, and sit in a circle in the still-hot shade while discussing, 
among other things, what they'll be doing after lunch, the shoes a teacher is wearing, and 
love letters. Suddenly, Shona jumps up and begins singing Kylie Minogue's latest song in an 
exaggerated manner, complete with suggestive gestures and pout. The rest of the group 
laugh, applaud wildly, then discuss the merits and otherwise of the song, Kylie Minogue, 
Madonna, and their respective exploits. 
This is not to suggest, however, that the exuberant, mass media-influenced, and 
sometimes mildly subversive practices demonstrated by Layla' s circle of friends have 
no impact outside their group. Indeed, another purpose for such language practices 
appears to be implicated in an idiosyncratic and sporadic social commentary directed 
at immediate contexts or traditionally expected social roles (see below). At times, too, 
Layla and her close friends appear to use such language practices to resist certain 
teacher-supplied identity scriptings. 
This is particularly evident when they have a teacher other than Mr Wills. For 
example, on day 9 of observations, Layla' s class were taught by Mrs Moodie while 
Mr Wills attended an inservice seminar. The students were familiar with Mrs Moodie, 
however, her teaching style was much more regimental than Mr Wills' and she did not 
seem to be popular with Layla and her circle of friends. In the particular event 
reported here, Mrs Moodie had told the class that if they behaved she would "take 
them down to the oval and play a game". Layla and the others looked at each other 
excitedly, whispering alternately: "Basketball!", "T-Ball!" until Mrs Moodie asked 
who had a tennis ball; the girls sighed and slumped low in their seats. Down on the 
oval, Layla' s circle of friends launched into complex language games that lampooned 
the teacher's game and their participation in it. 
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(Thursday 3rd November 1994, 1 0:30am. Day 9 of observations.) 
EVENT: TEACHER'S GAME 
(1 0:33 am) SUB-EVENT 1: Rules 
Mrs Moodie explains her rules for the game, then asks for teams of half girls and half 
boys 
Layla moves off calling: "Half girls over here!" 
(1 0:38 am) SUB-EVENT 2: Naming 
The teacher has organised the two teams with little co-operation from the students. 
Layla's circle of friends has managed to remain intact. After discussing how 
"stupid" the teacher's game is, Sallie sets about renaming team members using 
the names of popular toys and TV characters. The rest of the circle of friends 
joins in, shouting "I'm Little Pony!" or "I'm Mr Bucket!" or "Crusher!" (Layla). 
Meanwhile, the game has begun. 
The girls stand in a huddle on the field, repeatedly changing their "aliases" (their 
term) amid much laughter and singing. They occasionally direct other team 
members to fetch the ball. Layla is now "Yogi Bear" and will answer only to that 
name. 
(1 0:47 am) SUB-EVENT 3: Subversion 
The teams have swapped fielding and throwing positions. 
Layla tells me to sit and talk with them so that they don't have to participate. She 
announces her alias is now "Lamb Chops" and the group of friends break into 
singing the Kantong stir fry sauce advertising jingle. This is followed soon after by 
the Lamb Chops theme song from the television show. 
It's Layla's turn to throw the ball, and the teacher calls her to the 'home plate'. After 
telling Mrs Moodie to call her "Lamb Chops", Layla stands at the marker with the tennis 
ball in her hand. She looks around with an exaggeratedly helpless expression on her 
face saying: "I don't know how to throw. Do I just throw it?" The group shouts: "Just 
throw it!" etc., which she does. However, instead of running, Layla simply stands in her 
original position and there is no score. In the ensuing noise and confusion, Layla sticks 
out her bottom lip and protests: "That's not fair! They never told me to run!" and then 
sighs loudly, "Oh well. What a pity, I never ran". 
She strolls away and discusses it loudly with Sallie and Melissa (who are now 81 
and B2 from the Bananas in Pyjamas television show). The lunch bell sounds, 
and the group walks off as Mrs Moodie is dismissing them. They claim to be 
"stoned" and wave their fingers around in the peace sign, then talk into their 
watches as though they are secret agents using "mobile phones". 
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Mrs Moodie did not visibly react to the actions and talk of Layla and her circle of 
friends. She appeared to patiently endure- or ignore- the girls' construction of the 
game. The circle of friends, on the other hand, seemed to revel in the opportunity to 
use particular language practices to mark out a social space for themselves within the 
constraints of the situation. From my perspective as an observer, there appeared to be 
localised (and temporary) shifts and/or overt tensions within the usual power 
relationships between this teacher and this group of students (cf, Walkerdine 1985, 
p. 220). Although the teacher's institutional power remained relatively intact (i.e., the 
girls remained on the field and so forth), the group seemed to be challenging Mrs 
Moodie's personal power. Such challenges to teacher authority, however, were never 
directed at Mr Wills during the observation period. Indeed, Layla' s usual classroom 
language uses and actions differ markedly from the event described above. This is the 
subject of the second snapshot below. 
In summary, it seems that Layla and her circle of friends are coordinated by and use 
information provided by popular media in their 'enactment and exploration of possible 
identities' (Richards 1993, p. 25; also McRobbie 1991, p. 13). This challenges claims 
that adolescents are (only) positioned by television and other popular culture media 
(cf., Kellner 1995, pp. 264-284). This latter view can be interpreted as promoting 
adolescents as tabula rasa or as 'victims' of consumerism ( cf, Buckingham & Sefton-
Green 1994, p. 17). Layla and her friends, although enculturated to some degree by 
popular culture, actively demonstrate flexible capacities to participate in aspects of it 
and - often seemingly simultaneously - demonstrate at least some metalevel 
understanding of the ways in which popular culture 'works' 39. Furthermore, this 
shared knowledge of popular culture and the circle offriends' patterns of interaction 
are used to establish contexts of resistance, although this kind of group action rarely 
occurs when their regular classroom teacher, Mr Wills, is present. This suggests that 
there are certain institutional or teacher-related boundaries to action and talk beyond 
39 This is not to deny the historical effects ofLayla' s family and other institutions on her social identities. 
These other coordinating forces are foregrounded in the discussion of 'being a friend' (see section 
5.3d below). 
254 Chapter 5: Findings 
which they hesitate to step. Possible boundaries are explored in following sections 
(especially section 5.3f). 
In addition, and as already signposted, these language and social practices establish 
a set of group membership norms, values, and expectations that define what it means 
to be a particular kind of :friend, and thus, a member ofLayla's circle of :friends. These 
membership criteria also serve to distinguish insiders from outsiders and 'wannabes'40. 
5.3c 'being a (particular kind of) friend' 
Membership in Layla' s circle of friends seems to be regulated by particular sets of 
criteria. From my own observations of interactions and the subject matter of these 
interactions, I propose that these sets of criteria are constituted in part by having 
access to popular culture, and by the degree of socialisation that comes 'free' via 
popular culture media (Arnett 1995, p. 520; Richards 1993, p. 25). Thus, (shared) 
knowledge of the latest television shows, movies, music, and Hollywood star-related 
gossip is highly valued by the group (cf, snapshot I; the use of aliases during the 
teacher's game described above). However, it is not such knowledge alone that 
guarantees a place in the group; the ways in which this knowledge is shared or put to 
use are significant as well. Accordingly, public and often 'showy' performances and 
actions also comprise part ofthis group's membership criteria (cf, Shona enacting 
Kylie Minogue). However, membership in Layla's circle of friends involves much 
more than simply knowing about, or having access to, certain dimensions or 
components of current popular culture. 
A second set of membership criteria is demarcated by members' explicit commitment 
to the group. For example, Layla is quite scathing about the group ofYear 7 females 
she calls the "Barbie Doll Girls", describing them as "boy crazy" and self-centred 
40 
'Wannabe' is a popular derogative term used to describe a person who is perceived by others as 
desperately and hopelessly wanting a particular social identity or to be a member or a particular group 
(e.g., I wannabe like Madonna). 
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(interview 3: utterance 103). Layla seems to regard what she sees as their dependency 
and focus on boys a betrayal. She used to be close friends with some of these girls 
"but now they've turned right offus and gone to the boys" (interview 3: utterance 
113). Hence, at least two values pertaining to being a member ofLayla's circle of 
friends can be interpreted from her comments: first, relationships with one's girlfriends 
are paramount, and second, girls should not act boy crazy and risk losing their 
identities by becoming 'plastic ideals'. 
Indeed, much energy appears to be expended in keeping Layla' s circle of friends tight-
knit. From the range of possible interpretations available, Angela McRobbie's makes 
the most sense in the present case. McRobbie proposes that '(a) function of the social 
exclusiveness of such groupings is to gain private, unassailable space' (1991, p. 14). 
This rings true in relation to Layla and her circle of friends; this circle of friends' 
language and social practices- consolidated during school breaks and in shared out-
of-school activities - are usually elusive to outsiders and wannabes. This makes it 
difficult for outsiders and girls on the edges of the group to keep up with the play, or 
to interpret these practices in ways that are valued by the circle of friends. Indeed, I 
repeatedly found myself beset with difficulties in trying to interpret what was 
happening. 
For example, despite Layla's repeated claims that fighting is stupid, I observed a 
number of (potential) relational crises, such as on the fourth day of observations when 
Layla unexpectedly reported: "We're having a fight with Anna because she said we're 
ignoring her" (Thursday 27 October, 1:25pm). Later, as Anna attempted to repair 
relations by sharing gossip with the others and loaning pens and paper - enacting what 
I would have interpreted as appropriate member practices- she is accused of"sucking 
up" to the others41 . I was unable to establish whether or not Anna was being ignored, 
or whether she only thought she was being ignored, or why her actions were deemed 
41 Contrary to my predictions, however, this rupture appeared to have been resolved completely by the 
following day, and was never mentioned again during the observation period. 
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unacceptable by the group. Thus, like Anna, I was nonplussed as to why she was 
being excluded. 
It is easy to rely on an explanation that claims Anna may not be a 'full' member of this 
circle of friends, or that the Discourses that constitute Anna bring her unknowingly 
into conflict or tension with group members. However, this may be too neat an 
explanation, given the complexity of the group's interactions. Indeed, in McRobbie's 
eyes, the chimera-like qualities of membership criteria and the closeness of their group 
enable young adolescent females to 'remain seemingly inscrutable to the outside world 
of parents, teachers, ... and boys as well' (1991, p. 14). Perhaps this 'inscrutability' 
signals a 'limit' to - but not necessarily a limitation of - the extent to which 
D/discourses can be mapped by outsiders. Such limits were signalled earlier in relation 
to Jacques and his joker giscourse. This point is taken up in section 5.3e below, and 
discussed in more detail in section 5. 4. 
In addition, Layla' s commitment to her circle of friends often included processes of 
self-surveillance. For example, 
(Tuesday 25 October 1994, 1:15pm. Day 2 of observations) 
EVENT: LUNCH TIME 
Layla and I go to sit and eat lunch by the assembly hall. Upon seeing the others sitting 
over by the canteen, Layla turns to me and says, "We'd better go and sit with them, 
otherwise they'll get angry". 
Conversations with Layla, her close friends, her teacher and her mother, helped 
explain aspects of this pattern of self-regulation. This points towards a third set of 
membership criteria I see as constituted primarily by institutional norms and 
expectations. 
Layla' s close circle of friends does not occur in a vacuum, and is situated within 
networks of relationships spanning Layla' s Year 6/7 class, other students, her family 
and so forth. Layla, like Nicholas, differentiates between her close friends with whom 
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she mucks around and spends time out-of-school, and those friends she talks to and 
sits next to at school but rarely - if ever - sees socially. These relationships are 
interwoven with larger networks constituting the school, and other networks of 
relations that extend beyond this school. 
Indeed, it seems that Layla's interactions with others outside her immediate circle of 
friends are also subject to a complex range of norms and codes of action. For 
example, a Year 6 girl who appeared keen to become an insider (i.e., a wannabe) 
misinterpreted the 'rules' for touching. In a high-spirited move during a raucous 
morning tea gathering she stuck her fingers down the collar of someone' s dress and, 
to her great distress, was promptly accused ofbeing a "Feeler". This is a derogative 
term with strong lesbian connotations, and which I see as being aligned with certain 
institutional Discourses that do not regard homosexuality as socially acceptable ( cf, 
Foucault 1967). Thus, it can be said that Layla's circle offriends is regulated by the 
values of such Discourses (including those discussed above), and simultaneously uses 
these values to regulate and/or judge others' actions. 
Thus, it seems that particular institutional norms and regulations do indeed bear 
directly on Layla' s circle of friends, challenging McRobbie' s claims that tight-knit 
groups ofyoung adolescent girl :friends are 'unassailable' (McRobbie 1991, p. 14; see 
above). I argue, in light of my findings, that groups such as Layla's circle of friends 
very often are already (and always) 'assailed' by the strong and enculturating 
coordinations of school, home, and church. 
Earlier in the year, for example, Layla's circle of friends had experienced rupture and 
fragmentation. Although Layla could not remember the exact cause of the fight, it was 
a recurring theme in her talk, and its significance in the life of the group was 
corroborated by her teacher, members of her group, and her mother. Unlike Nicholas 
and Stuart, whose falling out was over a rule in basketball (see section 5.1c above), 
Layla and her friends appeared to have clashed over a relational issue; that is, who 
liked whom best (interview 2: utterance 039). Although the friends tried to deal with 
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the situation, they found they were unable to resolve the conflict on their own and 
asked an 'authority' - Mr Wills - to intervene. 
(Tuesday 25 October 1994, 12:05pm. Day 2 of observations) 
EVENT: INTERVIEW 2 
SUB-EVENT: Talking about 'The Fight' 
023 Layla Well we had to make a decision, like whether we should tell Mr Wills 
or sort it out ourselves, and we ended up telling Mr Wills 'cause it was 
getting like out of hand, and like- we didn't want- we're not allowed to 
get our parents involved, so it was better to tell Mr Wills than let it go 
on, and we ended up sorting things out, and then we're just all friends 
again 
And when asked to tell more about the fight: 
039 Layla Oh well, it was Shona and I and ... I think it was over the musical or 
something last year, but it was like when we came back to school and 
everything, and then 1- and then Melissa and them went off and I 
wasn't friends with them, 'cause like .. Melissa and Shona are really 
good friends and I wanted to be friends with Melissa but not Shona at 
the time, so we ended up all .. apologising to each other 'cause it was 
really stupid 
Despite my efforts to inquire about the fight from a number of different angles, 
Layla' s recount remained confusing. Thus, I encountered difficulties in endeavouring 
to interpret whose norms and values were at work in this relationship crisis. To begin 
with, my initial interpretive problems were not ameliorated - as I had hoped - by trying 
to interpret recounted events in terms ofDiscourses; indeed, such analyses served to 
locate my reading ofLayla' s recount of the fight at an even more complex intersection 
of group, school, church and family norms and expectations than I had initially 
assumed. Although this proved initially frustrating in relation to interpreting the 
rupture and reassembly ofLayla's circle of friends, this 'finding' supports my claim 
that any research employing Gee's theory ofD/discourse requires multiple sources of 
information (e.g., observations, conversations with everyone involved, etc.) and is 
enhanced by approaching or coding data from a variety of interpretive angles (i.e., 
multiple coding of data within different discursive framings ). Accordingly, revisiting 
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and cross-examining the data enabled me to see the rich interpretive possibilities these 
identified complexities held. 
Phrases like "we're not allowed to get our parents involved" suggest that there are a 
range of specific normative forces (or Discourse coordinations) operating on Layla' s 
relationships at school. For example, when asked to explain what she meant by this, 
Layla explained "Cause ... ((exhalation)) then the parents get.. angry at each other I 
think .. so it's better for them to keep out of it" (interview 2: utterance 025). When 
asked who decided not to involve parents, Layla replied, "Uhm someone told us not 
to get the parents involved" (interview 2: utterance 027). The identity of this 
"someone" is left unrevealed, but I have a strong suspicion based on interviews and 
wide-ranging conversations that it might have been Mr Wills. 
Although it is impossible to identify with unquestionable assurance which Discourses 
are operating here, it is possible to propose tentative and provisional coordinations. 
For me, these include, among others: patriarchal Discourses that provide social scripts 
for females that cast them as emotional rather than as rational; nice girl Discourses 
that value calm relationships over stormy ruptures; Catholic Discourses that value 
confessing, recourse to a mediator, and forgiveness; and primary Discourses that 
contribute particular sets of values, beliefs, practices, expectations for self and others, 
respect for parents, particular ways of solving problems, and so forth. 
However, as already signalled, these interpretations can only ever be provisional. In 
order to interpret in more detail the Discourses coordinating and constituting this fight 
-and its seemingly far-reaching effects- it would have been necessary for me to have 
observed Layla's group before and during the fight in order to trace any changes in 
language use and actions that perhaps could be attributed to the coordinating effects 
of certain D/discourses. Once again, this emphasises the need for ethnographic 
approaches to D/discourse research, rather than discourse analysis approaches alone. 
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Institutional renderings of relationships among the friends and their fight seem to be 
captured in Layla's repeated claims that fighting is "stupid". Layla appears to use the 
term "stupid" as a coverall label for describing something that is deeply felt, but that 
may be quite differentiated from one occasion to the next (e.g., "This is stupid" used 
to refer to a teacher-set task that she does not see as valuable, or that fighting is 
"stupid", meaning that it is unacceptable). Therefore, it is difficult to ascertain with 
any confidence to what extent her claims about fighting being stupid simply reiterate 
what someone (who is influential) has told her, and thus to what extent she genuinely 
believes it to be so. 
This difficulty is captured in her recount ofMr Wills' comments on the situation: "He 
said it's just pretty ridiculous that you guys are fighting 'cause you've all been friends 
for a long time and ... you're going to be friends for an even longer time" (interview 
2: utterance 085). In contrast with the dynamic and, to me, seemingly telepathic 
interactions of the circle of friends, Layla explains that in the course of their meetings 
with Mr Wills they "came to a decision where we should all just be friends" (interview 
2: utterance 078). Indeed, I see an institutional influence on this decision in Layla's 
following comment about restoring order and re-establishing the circle of friends: "Oh 
well, it took a bit of time at first to get .. used to the idea ((laughs)) we ended up 
getting friends though" (Interview 2: utterance 083). Nevertheless, despite "getting 
used to the idea" and as indicated above, relations are still not always smooth sailing 
for members of this circle offriends42. 
The way Mr Wills in his role as a representative of school and Church values and 
practices appears to have dealt with this relational rupture sits in marked contrast with 
the way in which Nicholas and Stuart's fight was dealt with. For example, in Nicholas 
and Stuart's case, the vice-principal overtly exercised her authority in response to the 
disruption- of a physical sort- caused by Nicholas and Stuart's altercation (i.e., they 
were asked to write a letter of apology to their teacher). Layla and her circle of 
42 This is confirmed by a m.unber of small ruptures in friendships I observed during the time I spent with 
Layla and her circle of friends. However, l.Ullike the large fight, these were quickly repaired and 
smoothed over. 
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friends' troubles were discussed over a period of time until consensus appeared to 
have been reached. Their relational problems were less physically disruptive to the 
classroom than Nicholas and Stuart's, although these troubles did interfere with the 
values of friendship and care promoted by Mr Wills and others at Layla' s school. It 
is also interesting that the circle of friends invited Mr Wills to intervene in their 
relationship troubles, and take on the role of mediator (rather than as a judge 
explicitly). There appear to be interesting implications here regarding how school-
based practices shape, and students enact, gendered identities and practices ( cf, Lesko 
1988, pp. 119-138; Walkerdine 1985). Indeed, as other researchers have indicated 
already, this is an important avenue for further research43 . 
In addition, the influence of Layla' s family on her attitude towards relationships is 
undeniably significant. Layla' s parents value family relationships, and make this 
explicit to both children. For example, Beth describes dinner time each night as 
"especially important - that's when we spend time together as a family" (Monday 26 
September, 2:45pm)44. In addition, after a long history of name calling, ifLayla and 
Jonathon now call each other names (e.g., fatty, toothpick, idiot, etc.) they can expect 
to be punished. "So we don't call each other names any more" Layla laughingly 
declares (interview 2: utterance 147). 
Thus, the seeming 'unassailability' ofyoung female adolescent friendship groups as 
described by McRobbie (1991, p. 14; see above) is not the complete story. The group, 
no matter how close-knit or inscrutable, is also coordinated by institutional norms, 
values, and expectations. Thus, while popular culture and mass media promote one 
form of enculturation (cf, Arnett 1995, p. 520), they are by no means the only 
influences at work in Layla' s everyday life. 
43 See, for example, among others: Davies 1989, 1993; Gilbert & Taylor 1991; Giroux 1991; Gowen 
1991; Graddol & Swann 1989; Jones 1986, 1993; Lesko 1988; McLaren 1991 b; McRobbie 1994; 
Roman 1992; Smith 1995; Swann 1993; Tannen 1994. 
44 Ray is already at work by the time Lay1a and Jordan wake each morning. 
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5.3d Interpreting 'being a teenager' and 'being a friend' 
As previously signalled, being a member ofLayla's circle of friends comprises much 
more than having access to and sharing aspects of popular culture, wearing particular 
kinds of clothes, and being variously a foil for or performer of humorous routines and 
improvisations. Although such things are important to the group, they do not 
necessarily ensure membership. As with the Nicholas and Jacques' and their social 
groups at school, certain phenomena and identities take on particular meanings in the 
shifting discursive threads and spaces ofLayla's circle of friends. However, Layla and 
her close friends appear to draw their inspiration more explicitly from popular 
television, movies and magazines than do Nicholas, Jacques and their friends. For 
example, among hundreds of other possible examples, at various times their 
wristwatches are secret agent mobile phones, lines from movies are used like 
passwords for group members, and intertextual aliases are preferred to real names for 
the moment; at other times these items are not accorded such status or roles. 
Indeed, it seems that members of this circle of friends must be alert to changed and 
changing relational nuances and exchanges, otherwise they will feel to be/find 
themselves on the outer edge of the circle. As indicated above, conceptions of 
Discourses are useful here in terms of claiming a complex array of influences, subject 
matter, and coordinations that constitute much ofLayla' s ways of speaking and acting 
as a member of this particular group of young adolescent females. For example, Layla 
and her circle of friends can be said to belong to a sub-Discourse of a larger set of 
practices that could be called - for want of a better term - a 'teen girl' Discourse. 
Once again (see section 5.lb above), I use the term 'sub-Discourse' in a very 
particular sense in order to differentiate Layla's circle of friends' language and social 
practices from those of other groups in their schools and everyday lives, and from 
other configurations of similar teenage groups outside their school. Thus for me, 
Gee's term 'sub-Discourse' can be used to describe the ways in which Layla's circle 
of friends' practices, values, beliefs, and so forth can be recognised as belonging to 
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a larger and most likely more enduring (for now) teen girl Discourse while at the same 
time constituting a particular version of (and dynamic contribution to) this larger 
Discourse. 
Furthermore, members of this circle of friends enact certain social identities and 
subject oppositions that are constituted and coordinated by their relationships with 
each other and with others' outside their immediate group. Gee uses 'social networks' 
to help explain the identities that speakers signal in their language (e.g., 1991a, p. 5, 
1996, p. 131). However, after analysing the data collected while observing Layla and 
the other study participants, I find 'interactive webs of relationships' a more dynamic 
and apposite concept than 'social network' for describing possible social roles, 
identities, and subject positions (McRobbie 1994, pp.187; see also Lemke 1995a, 
pp.16). That is, Layla repeatedly describes herself in terms of her relations within this 
circle of friends, as well as the relations to which she lays claim - or that lay claim to 
her- in her everyday life (e.g., within her family, with her Japanese and British friends, 
etc.). In addition, this web of relations is threaded through with institutional 
expectations and responsibilities that extend beyond this circle of friends to other 
groups and individuals, and that exerts considerable influence on the ways in which 
this circle of friends acts as a composite of individual members45 . 
From my perspective, much of this seeming wide-spread web of relations appears to 
be coordinated by the intersection, or cross-seepage, of at least two Discourses. One 
of these coordinations I have previously labelled a Catholic Discourse. The ethos of 
the school overtly promotes a strong sense of belonging to a family and a sense of 
responsibility for others. This is achieved by a number of means, including: 
documented 
45 These coordinations may, or may not, be visible to Layla or the others. 
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codes of conduct46, the student council47, teacher attitudes and modelling48, and shared 
activities and rituals including school assembly and mass where students repeat 
declarations of love for each other and sing of being members of the family of God 
(cf, Lesko 1988, pp. 111-112). Students are clearly expected to look after each other 
physically and emotionally, and to behave in particular ways towards their teachers, 
other adults, and others. 
Also mentioned previously, another possible Discourse coordinating Layla's 
relationships with others appears to be characterised by social expectations ofwhat 
counts as being a 'nice girl' (cf, Steedman 1981; Walkerdine 1981). For example, 
nice girls care for the emotional and physical well-being of others, often above and 
beyond their own wellbeing; nice girls are well behaved and sexually aloof outside 
long-term relationships with a male partner (Lesko 1988, p. 93-95; Gilbert & Taylor 
1991, pp. 15-16). This is a particular and pervasive Discourse in Australia and 
elsewhere. I have a hunch, based on regularly observed patterns of .discourse and 
action, that Layla' s practices and relationships with others may be coordinated 
simultaneously by Catholic and nice girl Discourses (among others); and that 
substantial aspects of these Discourses are likely to be an organic part of her primary 
Discourse. These overlaps and seepages emphasise the complexity and imbrication of 
Discourse memberships and coordinations in Layla' s everyday life. 
46 For example, as displayed on classroom walls. 
47 The principal and various teachers meet once a month with elected representatives from Years 3 to 
7 (Years 1 and2 are located on another campus). During these student-led meetings, representatives 
discuss issues arising in the school (e.g., the need to allocate basketball courts to the various grade 
levels to minimise the current spate of accidents, etc.). The principal has worked long and hard at 
establishing and maintaining the student council. Indeed, one teacher complained in good humour that 
if something needed to be done, the most effective way was to have students raise it during council 
meetings. Although this student council could be interpreted as an apprenticeship to (a version of) 
'democratic processes', the content of these meetings largely comprises students' well-being at 
school. 
48 These values were demonstrated repeatedly in the classroom, in the playground, and on the sports field 
(cf., Mr Wills' role in repairing relations among Layla's circle of friends). · 
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Indeed, these complex interrelationships bear directly on Layla' s ways of acting and 
speaking in a range of contexts, and at times - as previously mentioned - are 
manifested in overtly self-regulating language and social practices. For example, 
(Tuesday 25 October 1994, 12:1 Opm. Day 2 of observations) 
EVENT: INTERVIEW 2 
SUB-EVENT: Discussing what Lay/a does when she's angry about something (utterances 
209-211) 
Layla 
Michele 
Layla 
Well, I just try and keep it in myself that I have to settle down if I get angry or 
something. I try and settle myself down. Calm myself down and 
[don't get really angry 
[Why's that? 
'Cause people just think you're stupid if you get angry at them. Like if you yell 
and things. 
To sum up this section, it seems that in Layla's everyday life interactive- and shifting-
webs of relations are woven from personally immediate, as well as from more 
enduring social and textual forms oflife. As already discussed, many of her ways of 
speaking and acting outside the classroom are recognisable as aspects of larger 
cultural and social constructions or scriptings of being a certain kind of female 
teenager49. Many of the possible ways of speaking and acting available to her are 
intertextual, comprising - in the case of her particular circle of friends - idiosyncratic 
configurations oflines and performances taken from television soap operas, cartoons, 
advertisements, and sitcoms; teen zines; movies; comics; and from the Sunday papers, 
to list only a few50. 
49 This is exemplified, among myriad other occurrences, by Layla and her circle of friends' liberal use 
of words such as: "like", "cool", "totally", "not" (the latter used to negate claims and denote resistance 
or sarcasm) which are generally spoken with a North American intonation. These intonations and 
expressions appear in a range of media designed specifically for teenage markets, and I overheard 
these words and intonations being used in all four classrooms I observed during the present study. For 
further discussions of this aspect of teenage cultures, see, for example: Gilbert & Taylor 1991, pp. 57-
8; McRobbie 1994, p. 180. 
50 North American-produced movies and television shows appear to be a significant influence in the life 
ofLayla's group. Following this thread of investigation in detail unfortunately lies outside the scope 
of the present thesis, but signposts interesting terrain for future research ( cf., Giroux 1996; Rushko:ff 
1996). 
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For me, using a more explicitly relational concept such as 'interactive webs of 
relationships' to describe certain patterns of interactions expands Gee's original 
definition of Discourses to include more explicitly the significance of interpersonal 
relationships in interpreting forms of life and social identities ( cf, Gilligan 1990). This 
moves towards addressing Lemke's (1995a, p. 16) criticisms of Gee's focus on the 
'speaking individual'. A more explicit relational plane of analysis can help 
contextualise interpretations of an individual's ways of speaking and acting within at 
least some of the webs of relations- and their coordinating Discourses- that appear 
to be implicated in her social identities51 . 
Moreover, I strongly suspect that Layla' s complex uses of language and popular 
culture subject matter are aspects of a generation that is more able than previous 
generations to navigate a vast sea of diverse symbolic and social resources and their 
attendant social processes and practices (Buckingham & Sefton Green 1994, p. 108-
110; Howe & Strauss 1993, p. 219). Douglas Rushkoff, in his commentary on what 
he calls 'screenagers', captures the kernel of my hunch when he claims 
We [may be] afraid of the universal wash of our media ocean because, 
unlike our children, we can't recognise the bigger picture in its overall 
structure (1996, p. 194). 
In like vein, Chris Richards suggests that the 'socialisation' of young people is not so 
much the 'incorporation of children into (an unchanging) society', but rather the 
'succession of generations' (1993, p. 47). Perhaps, in relation to Layla's circle of 
friends and perhaps others like it, we are currently witnessing performances that are 
new enough to alter what counts as being a member of a teen girl Discourse, and 
which in turn, are altering this Discourse itself (Gee 1992b, p. 109). This is only a 
hunch, and some may argue that young adolescents have for a long time parodied 
radio and television language and meanings. Nevertheless, previous generations in 
Australia have not grown up with television and electronic technologies as an organic 
51 See, for example, among others: Lesko 1988; Roman 1992; Walkerdine 1985. 
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part of their everyday lives as has Layla and her generation (cf, Wark 1995). Possible 
forms of life accruing for Layla' s generation warrant further discussion and 
investigations. The importance of such research is discussed in chapter 6. 
The second snapshot shifts interpretive attention from Layla as a friend and teenager 
to Layla as a student. This snapshot contrasts noticeably with Layla' s usually 
flamboyant actions and unapologetically dramatic use of language within her circle of 
friends. 
5.3e Snapshot 2 
(Wednesday 26 October 1994, 12:10 to 1:15pm. Day 3 of observations.) 
EVENT: LANGUAGE LESSON 
SUB-EVENT 1: Orientation 
Mr Wills and students are reconstructing and reconfiguring transactional conversations 
from a recent Earn and Learn session. Mr Wills has pre-arranged for two students- one the 
owner of the casino (Ivan), and the other the Federal Treasurer (Victoria) -to re-enact the 
closing of the casino following revelations of a scam in operation52 • 
Mr Wills sets each table team53 the task of changing one element of the re-enacted 
conversation (e.g., who is involved, who speaks first, language used, tone, etc.) to be 
presented to the rest of the class. 
Layla whispers "Oh God" then turns to Anna sitting beside her and says, "I don't get 
it." 
Mr Wills talks through an example for the class, demonstrating how the conversation would 
change if one of the protagonists was to stand on a table. 
SUB-EVENT 2: Team task 
Layla's table team discusses possible changes that could be made to the original 
interaction, but does not appear to arrive at any sort of decision. Mr Wills informs the class, 
"Right, your time's almost up". 
52 The scam involved rigged 'scratch-it' ticket sales. 
53 
"Table team" is a term shared by members of the class to describe groups of students working 
collaboratively on a project or teacher -set task. These table teams are fluid and are defmed principally 
by where one happens to be sitting for that lesson. 
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(Snapshot 2 continued) 
Layla asks Melissa "Why are we doing this? I don't know- what are we gonna 
do?" and then, "Do we have to act this out? Are we acting it out?" Her team 
continues to discuss possibilities. 
SUB-EVENT 3: Class role plays and discussion 
Layla's table team decides that they will change the scene by including an 'advance 
party' that warns Ivan of the impending casino closure. Mr Wills circulates around the 
room as teams continue working on their oral interactions. When he comes to Layla's 
team, Sallie explains to him "We came up with like, Victoria told Melissa at the bank, and 
one of the tellers overheard and went over and told Ivan". 
Mr Wills comments encouragingly, and moves off. Layla's team decide that she, in her 
role as a bank teller in Earn and Learn, will be the one to tell Ivan. Layla's eyes widen 
and she asks, "Why do I have to go over there?" The others explain that she's the only 
one who can do it. Layla suggests Shona instead, who is also a bank teller, but the 
others insist that Layla is the one to tell Ivan. 
Layla protests that anyone can do it, but no-one appears to be listening. She asks 
repeatedly: "What's happening?", "How am I going to do it?", "Am I going over?", and 
complains: "I don't get it". Finally she declares, "I'm not doing it." In the end, another 
team member, Daniel, acts as the advance party to forewarn Ivan of the closure. 
The lesson from which this second snapshot was lifted aimed at making explicit to 
students the ways in which the outcomes of a conversation are contingent on 
"purposes, context, subject matter, roles, relationships, mode, and medium" (teacher's 
lesson plan). Accordingly, students were given time within the lesson to experiment 
with interactions by means of changing one or more contextual, linguistic, or relational 
features. 
However, despite Layla's demonstrated competence in using language creatively, and 
her ability to poke fun at a range of popular culture and everyday practices, very little 
of this seemed to find its way into her language work in class during the time I spent 
observing her. Indeed, Layla -like Jacques- often seemed at a loss as to what was 
required of her, and relied on her table team mates to fill her in. For example, 
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(Wednesday 26 October 1994, 12:10 to 1:15pm. Day 3 of observations.) 
EVENT: LANGUAGE LESSON 
SUB-EVENT 3: Analysing and modifying the original conversation 
Teacher-led talk Student-led talk 
529 Mr W Okay, stop for a minute. I just 
want to find out where groups 
are at ((class falls silent)). So 
we'll just find out where 
groups are up to. 
530 Layla (0Jery quietly)) Where 
531 Mr W We have four tasks: re- are we up to? 
construct, analyse, suggest a 
change, re-enact. 
532 Layla ((Whispers)) What are 
we doing? 
533 Mr W All right? Now, who's- who 534 Melissa (0/ery soft voice)) 
has yet to do the first one? Don't worry about it 
The reconstruction of the 
conversation. So everyone's 
had a go at that one? 535 Layla What's 
They've spoken through what 'reconstructing'? 
they've said, they've stood in 536 Anna We're analysing it 
the right place and all that 537 Melissa You know the-
sort of- 538 Anna We're analysing it 
539 Ss Yeah 
540 Mr W Right. So which groups are 
currently in the analysis stage 
of their task? Unpacking it, 541 Lay Ia What's the analysis? 
finding out how did you feel 542 Anna That's xxxxxxxxx 
about it. All right, which 
groups are in the third stage 
of suggesting a change, or in 
the process of coming up ((They continue to conference in 
with a change? .... whispers)) 
In the course of this language lesson - and others - Mr Wills draws on a presumably 
shared language for talking about language with his students. This includes terms and 
phrases such as: "unpack, reconstruct the conversation, context, tone, live analysis, 
visual change, role, the power position (in an interaction), reproduce the context", and 
so forth. However, as displayed above, Layla does not appear to understand the link 
between certain terms and the processes they denote. 
During interviews, Mr Wills emphasised the importance of a having such a shared 
language with students: "I see it as part of my role to give them a language to think 
about their language. Otherwise, how can they possibly improve it?" (interview 2: 
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utterance 050). Within the language lessons I observed, Mr Wills attempted to 
develop meta-level understandings of the way language works, and how it can be 
changed in order to make oneself more effective in conversations. Indeed, 
'improvement' and 'becoming more effective' are recurring themes in Mr Wills' 
classroom talk and school-related conversations. Layla seemed attuned to this; hence 
her efforts at improving herselfthrough a self-directed reading program (i.e., "Mr 
Wills says reading a lot improves your knowledge of words"), and her self-corrections 
in conversations with me (for example: "Uhm, well I thought that if there was 
something wrong I could get worse- sicker- more sick"). 
In addition to developing a meta-language, Mr Wills repeatedly tries to draw students' 
attention to links between their out-of-school lives and what they are learning about 
language in the classroom. For example: 
(Wednesday 26 October 1994, 12:10 to 1:15pm. Day 3 of observations) 
EVENT: LANGUAGE LESSON (Utterance 636) 
MrWills If we were compiling a list of 'Dos and Don'ts' to be effective in 
conversation, say we're going to put out a little booklet so we're going to 
point form each one, like this: 'If you want to be effective in your 
conversation in business, do this'. What would we put on the 'Do' side? 
Thus, it seems that being a member ofMr Wills' class includes - among other things -
being able to use language to talk about language, demonstrate a meta-level 
understanding of the functions of language, and make links between classroom 
language practices and everyday life beyond school. Thus, from my interpretations of 
Mr Wills' approach to teaching and my conversations with him, it appears that he aims 
at apprenticing his students to (particular kinds of) 'real world' language practices that 
will help them negotiate their way in an adult world. Indeed, when asked about her 
school-based language learning experiences, Layla identifies them as usefully relevant 
to possible workplaces, and comments on the importance of having a 'real' purpose 
for writing. 
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(Wednesday 2 November 1994, 4:30 pm. Day 7 of observations) 
EVENT: INTERVIEW 2 
SUB-EVENT: Talking about school and language learning (utterance 495) 
Michele 
Lay Ia 
Michele 
Do you think school is teaching you the kind of language that you're going 
to need? 
I think so because ... if you went out to like, the real world and went and got 
a job and everything, you'd have to know how to use proper language and, 
use it properly ... instead of just... If you were in like an office, you'd have to 
make lots of phone calls and know how to speak and things. And in 
conferences, you'd have to know how to ... how to get up and say what you 
think 
Mr Wills talks about the purpose of writing and things like that. Do you think 
it helps if you know why you are writing something, and who you are writing 
it for? 
Layla Yes, because if you don't know who your audience is, like who you're 
writing it to, and you're just writing a letter for the sake of it, you really 
wouldn't get much out of it because you're just not giving it to anyone. 
Well, you could give it to someone, but you don't know who you're writing it 
to. Like, at our school camp we were asked to write a letter to a person 
and Mrs Champion would post them all, but like, we never heard anything 
from them, because we didn't know who we were writing to or anything. 
So, it made the letter, harder to write- more difficult. 
Indeed, it seems that having a meaningful purpose for writing is paramount for Layla. 
For example, when asked about the lesson on conversations (see snapshot 2), Layla 
responded vaguely that it was about "analysis or something". In addition, she seemed 
to reinterpret Mr Wills' focus on a business .discourse in the lesson in her summary of 
this lesson's learning outcome, which she identified as: "Conversations with best 
friends are different from conversations with worst friends" (Monday 24 October 
1994, 4:12pm). 
Letter writing looms large in Layla's talk about purposeful language uses, and in her 
own social practices out-of-school. However, when Layla is presented with an 
opportunity at school to use her interest and competence in letter writing in ways that 
would enable her to access increasingly powerful ways of interacting in the real world 
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- i.e., emailing- the opportunity is cast in terms of a detective game. This is not to 
deny her the recreational aspects of email; nevertheless, if this is the only kinds of 
email experience to which she has access, then possibilities for engaging in 'real 
world' uses of email are seriously curtailed. 
(Monday 31 October 1994, 8:50am. Day 5 of observations.) 
EVENT: KEYLINK54 
SUB-EVENT 1: Introduction to email 
Layla, two female and two male students are grouped around a computer located in the 
Year 7 class adjoining theirs. This computer has an external modem and Mr Wills 
demonstrates how to set it up and dial into Keylink 'headquarters' using the computer 
keyboard and an email software package. He logs off, then points to a list of handwritten 
instructions that he had complied that morning before school and tacked to the wall 
above the computer terminal. Layla keys in various passwords and commands as Mr 
Wills talks the group through the logging on process. At times she looks quizzical and 
hesitates until helped out by a classmate or by Mr Wills; she laughs and continues. As 
they work through the list of instructions, Mr Wills explains passwords, usernames, 
sending and receiving mail, organising mailboxes, session menus, creating files, scroll 
bars, the mouse, printing in economy mode and closing down connections. 
Mr Wills explains that their task is to "agree to pretend"55 they are detectives tracking 
down a criminal by means of a trail of clues provided by other participating schools. He 
reminds them of the Get Smart television show and movie. He talks about using non-
sexist language, thinking divergently, and about organising the information they collect. 
SUB-EVENT 2: Agreeing to pretend 
The group opens their electronic mailbox and finds their first clue: "Criminal was 
overheard talking about travelling north to gamble". The group moves to nearby tables 
and begins leafing through short descriptions of participating schools that each had 
submitted to Keylink prior to the start of this project. Some of the students consult 
atlases to check the location of a 'suspected' school. 
54 
'Keylink' is a national govermnent-:funded initiative designed to introduce primary school students 
to electronic mail. Each Keylink project runs for approximately four weeks. 
55 This is a shared term the class uses to distinguish between being in role and being a regular student. 
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(Cont.) 
All of them make notes and discuss possibilities before reaching consensus that the 
message refers to a school in Townsville. They use pen and paper to collaboratively draft a 
suitably cryptic email message - or "letter'' as Mr Wills describes it- to this school. 
SUB-EVENT 3: Sending a message 
Mr Wills sits at the computer and talks the group through the process of sending a 
message, drawing their attention to the relevant instructions on the wall. 
The group spent the next four weeks before and after school and in lunch breaks 
logging on, checking their mailbox, decoding and encoding clues, and sending 
messages to other schools around Australia. When asked about participating in the 
project, Layla commented on how she had enjoyed it, although she didn't really 
understand why they were doing it, or how it all worked. 
5.3f Interpreting 'being a student' 
At one level, Layla does not seem to fit with the kind of student Discourse Mr Wills 
promotes. In class, Layla appears to resist drawing attention to herself (see snapshot 
2 above), and devotes much of her time in class to avoiding public attention and 
potentially embarrassing displays of knowing or not knowing (cf., Graddol & Swann 
1989, p. 72). For example, Mr Wills encourages students to have confidence in 
themselves and their own knowledge (e.g., said publicly to Layla: "Why do you doubt 
yourself?", or "Have a go."). Obversely, Layla repeatedly expresses minimal 
confidence in her own abilities (e.g., "What a fluke. I just guessed"). 
I was struck by the ways in which she seemed to construct herself as an 'invisible' 
student in Mr Wills' class. This included: evading eye contact with Mr Wills whenever 
possible, answering only when she knew she had a good chance ofbeing right (e.g., 
had asked a classmate the answer first), preferring to answer in unison (and then 
usually having a bet both ways; such as, if the teacher asks about sending a friend or 
foe, Layla answers: "Friend, foe, friend"), or by retreating into silence when the 
attention of her teacher or the class is focused on her alone. 
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There are available any number of interpretations ofLayla's behaviour in class; for 
example, her reticence may be motivated by a fear of failure, boredom, not wanting 
to draw attention to herself, or by a conviction that girls are not to demonstrate that 
they are knowledgeable (c.f, Gilbert & Taylor 1991, pp. 79-92). Any or all ofthese 
could serve as reasonably adequate explanations. Perhaps, instead, she is motivated 
by a strong need to belong (and to be seen to belong) to a group rather than to 
subscribe to the 'rampant individualism' that is so often promoted in schools in 
countries like Australia (cf, Lesko 1988, pp. 8-10). Although this latter interpretation 
lies largely in the realm of speculation, it nevertheless usefully explains some of the 
striking contrasts between Layla' s academic invisibility and restrained language uses 
in class and her theatrical performances and lavish language repertoire when in the 
company of her circle of friends. 
Concomitantly, I suspect that Layla is demonstrating how well she has been 
enculturated by the interactive web of social relationships and secondary Discourses 
that currently help shape and constitute her various social identities and language 
practices, particularly in terms ofbeing a nice girl and a good friend (more so than 
being a good student). For example, it seems to me that Layla is being apprenticed 
most thoroughly to Discourses that value relationships; indeed, her teacher is quite 
explicit about at least one aspect of this. 
(Tuesday 1 November 1994, 12:00pm. Day 7 of observations) 
EVENT: INTERVIEW 2 (utterance 091) 
Mr Wills I keep trying to tie in values all the time; that if underlying your language is 
not having respect for other people, then we're just wasting our time. If we're 
not learning to relate and show some kind of respect for other people, and 
concentrate instead just on what each 'I' wants to happen, then it's kind of 
pointless. And ... this is one of the problems I have with school genres. They 
don't involve relationships with people. They are just cold, dry, and clinic. 
This resonates with Layla's mother's hopes that her children will grow up to be "good 
people" with "good values" (i.e., one aspect of the family's primary Discourse). This 
kind of citizenship apprenticeship is not in itself a negative thing; indeed, many 
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theorists and commentators have long advocated the inclusion of this dimension in 
social analyses and projects56. 
However, if this is the only kind of apprenticeship that Layla believes to be valued by 
those in authority, then there may be a risk that Layla will regard herself as incapable 
of the kind of analytic work of which Reich (1992) speaks, despite the burgeoning 
analytic skills demonstrated in her exuberant, creative, and parodic uses oflanguage57. 
Such concerns are neatly captured by the Keylink project in which Layla participated. 
Email is fast becoming an indispensable technology in myriad workplaces, and rapidly 
assuming a front row seat in new configurations of powerful Discourses58. Email is 
used, for example, to collect and disseminate information, communicate with others 
about issues or to 'add value' to an idea or product, and/or to build and maintain 
communities of users with common interests or purposes. Unfortunately, the Keylink 
project did not apprentice Layla to any of these real life uses and practices of email-
or believable simulations of them - and their coordinating Discourses. 
5.3g Summation (and some modifications to the theory) 
There is of course much more that can be said about Layla and her everyday language 
and social practices. My interpretations ofLayla as a teenager, a friend, and a student, 
however, are necessarily tentative. During the initial stages of the analysis process, I 
found it difficult to tease apart patterns of specific influences, props, actions, ways of 
speaking, values, and coordinations. 
In Layla' s case (as with Hannah; see section 5.4 below), I initially found these multiply 
intersecting coordinations and sets of practices indissolubly related to such a degree 
56 See, for example: Mills 1959; Rheingold 1994; Searle 1993; Gilligan 1982. 
57 Indeed, such capacities with language are increasingly well rewarded in the employment arena in 
present times. See: Howe & Strauss 1993, p. 216; Aronowitz & DiFazio 1994, pp. 13-56 
58 See, for example, discussions in: Kurland 1996, p. 48; Taylor & Saarinen 1994; Wark 1995. 
276 Chapter 5: Findings 
that my efforts at interpretation were for a long time paralysed. Indeed, simply having 
a theory ofD/discourses proved insufficient. I found I needed to also know about the 
Discourses I was claiming for Layla almost as much as an insider would - or at least 
know enough about them - in order to be able to identify them with any confidence. 
Thus, it seems that identifying Discourses with any authority requires a great deal of 
knowledge about various 'worlds' and possible forms of life. 
Seemingly conversely, I found that interpreting Discourses requires at least some 
degree ofprofessional distance between one's own Discourses and the Discourses of 
those being studied. Accordingly, I attribute some of my initial difficulties in 
interpreting Layla' s Discourse coordinations in part to my own close familiarity with 
the Discourses that constitute and coordinate Layla. Indeed, I found myself constantly 
comparing and contrasting my own adolescence with Layla' s experiences. I was also 
reminded repeatedly of tensions I experienced as a young teenager in trying to make 
a space for myself while at the same time trying to please everyone else. 
I created some professional distance from Layla by leaving for some weeks the 
information I had collected about her in order to create a degree of detachment from 
the data. In the meantime, reading additional feminist critiques of schooling along with 
studies of, and commentaries on, adolescent girls in school and out-of-school also 
helped with final analyses59. In addition, I endeavoured to address the potentially 
confounding effects of my own Discourses on my interpretation ofLayla's language 
and social practices by carefully cross-examining the data and using what I considered 
to be trustworthy evidence in support of my interpretations. 
In addition, Gee's notion of coordinations coupled with McRobbie's conception of 
interactive webs of relations proved especially helpful in describing the complex ebb 
and flow of constraints, influences, social relations, and social and language practices 
constituting Layla's membership in a range ofDiscourses (without having to identify 
59 For example: Davies 1993; Lesko 1988; Gilbert & Taylor 1991; Henriques, Hollway, Urwin, Venn 
& Walkerdine 1984;McRobbie 1991, 1994;Roman 1992; Steedman, Urwin& Walkerdine 1985; 
W alkerdine 1981. 
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each of these Discourses beyond provisional labels). This also helped me to see how 
Discourses can extend beyond social groups, and how members and non-members 
interact and thus define a particular group, a practice, and so forth. 
In response to Bennett's (1993, p. 574) call for evaluating the importance of a 
Discourse for a particular person, I am only able to speculate in Layla' s case. Layla 
was often inscrutable, even in interviews where I had the opportunity to probe for 
more detailed responses. However, given the high status of popular culture in Layla' s 
group, I would say that this Discourse is important to the identity of the group as a 
whole. Beyond that, it is difficult to separate Discourses Layla values and Discourses 
she believes she should value. Indeed, those Discourses of which she is most fully a 
member may be the least apparent to her, and most likely would not enter into the 
(consciously) 'valuing' stakes. Thus, regardless ofwhether or not Layla values the 
Discourses in her everyday life, they nevertheless coordinate and constitute her 
identities, and her everyday social and language practices. Seen from this angle, 
Bennett's agenda seems almost nonsensical. 
278 Chapter 5: Findings 
5.4 HANNAH 
Hannah (12 years) is small for her age. Her slight build and shoulder length hair, worn 
mostly in two neat plaits, tend to make her look younger than she is. Hannah has an 
open face, with bright, blue eyes framed by gold glasses. She has an impish smile and 
a quirky sense ofhumour. Hannah is also well known for speaking extremely quickly 
and animatedly when talking about things she enjoys, or in which she is interested. Her 
favourite outfit comprises her "denim shorts and blue top", because in Hannah's 
words, "they're fashionable" (personal profile response). After school she wears light 
sundresses or comfortable shorts and tops. She appears to spend her time after school 
watching television, reading, or listening to her mother talk about growing up in rural 
northern New South Wales. Hannah particularly enjoys hearing her mother and aunts 
retelling childhood events while sitting around the kitchen table. 
Hannah's family is one of the few in the area who own the home in which they live. 
Most of the houses around them are either Housing Commission homes, or rented. 
Hannah's home is well kept, with a neatly trimmed lawn and a number of tidy garden 
plots. This is in stark contrast with many of the houses around them. Indeed the 
satellite city in which Hannah lives is officially designated "disadvantaged" by the 
Department ofEducation and other government bodies, and is generally recognised 
as having high unemployment and crime rates. This area is also extremely diverse 
culturally and linguistically, and spending time in the local shopping mall reveals a 
broad mix of races, languages, apparent socioeconomic situations, and probable 
lifestyles. 
Hannah lives at home with her mother and father, and an older brother and a younger 
sister. Her father, Peter, trained and worked as a chef, but now drives delivery trucks 
for a large carrier firm. He is currently contracted to Coca-Cola and organises the 
delivery loads for the thirty or so trucks that operate out of the depot where he works. 
On weekends, Peter also runs a business that cleans small trucks and industrial 
buildings. Both Hannah and her older brother, Craig, regularly work for him. Peter 
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was on late afternoon and night shifts during the observation period, and I rarely saw 
him. Hannah's mother, Julia, trained and worked as a nurse before marrying Peter, 
and insists that she is "just a housewife" who does not want full-time wage-earning 
work (familiarisation visit, Sunday 20 November, 2:35pm). She is a tireless volunteer 
worker at Hannah's school, and takes an active interest in her children's schooling. 
Julia, however, expresses strong feelings of alienation towards the area in which they 
live, saying, for example, 
(Thursday, 1 December, 4:47pm. Day 9 of observations) 
EVENT: INTERVIEW 4 (with Hannah and Julia) 
SUB-EVENT: Talking about a recipe book Julia had just bought because it 
reminded her of her mother's recipe book (utterances 529-531) 
Julia 
Michele 
Julia 
I don't belong here 
You don't? 
No ... No, I don't fit into this area, sort of thing. I don't really fit the type ((soft 
laugh)) 
Hannah's brother, Craig (15 years), attends a local high school. When asked about her 
brother, Hannah replied, "He's sometimes a really good brother, but sometimes he's 
a real pain in the neck. Trouble is he's older than me and I just get scared of him!" 
(interview 2: utterance 290). Hannah also has a younger sister, Laura (7 years), with 
whom she shares a bedroom. Hannah and Laura appear to get on with each other very 
well. 
Hannah's family seems a close and loving one, although at the time of observations 
Craig seemed to be testing various boundaries of social practices acceptable to his 
parents. The family regularly spends time camping and water-skiing with Peter and 
Julia's brothers and sisters and their families. Everyone appears to have bought 
different bits and pieces of needed equipment, and the families pool their boats and 
gear for skiing sessions. They mainly waterski on a large lake in New South Wales, 
near where Julia and her siblings grew up. In addition, Hannah's family regularly 
holiday together; when I first phoned them about my intended research, for example, 
they had just returned from two weeks in the Blue Mountains near Sydney. 
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In school, Hannah is one of the few students who wears school uniform, and hers is 
always pressed and spotless. The school has a large student population, from 
predominantly working class and underclass families. The school is culturally, 
ethnically, and linguistically diverse, with up to 40 different groups represented, and 
'acceptance of others' is promoted actively throughout the school. Hannah is in a 
double class of 54 students, with two teachers, Mrs Evans (called "Mrs E" by the 
students) and Mr Brunner. Compared with other Year 7 classes I have spent time 
with, this class seems by no means an easy one to teach. The class is culturally and 
linguistically diverse, and has a high rate of transience, a number of explosive 
personalities, and students who in the main seem far more worldly-wise and street-
smart than students in Nicholas', Jacques' and Layla's respective classes. 
In startling contrast with most of her classmates, Hannah is a 'model' student. She 
rarely talks during lessons and works at her tasks without seeming to be distracted by 
other events occurring in the classroom. Her teachers, too, comment on Hannah's 
ability to apply herself to her schoolwork. For example, 
(Thursday 1 December, 3:43pm. Day 9 of observations) 
EVENT: INTERVIEW WITH MR BRUNNER 
SUB-EVENT: Discussing local high schools (utterance 343) 
Mr Brunner I don't believe Hannah will have a problem wherever she goes. She's got 
that type of attitude and she doesn't let things around her bother her 
Hannah's teachers rate her as "above average" in language and literacy competence. 
Hannah identifies reading in class and at home as one of her most favourite pastimes. 
Her preferred authors at the moment are Enid Blyton and R. L. Stein60 . 
Hannah is well liked by her teachers and classmates, and appears to enjoy school very 
much; indeed when asked what she would wish for were she to have three wishes, her 
immediate reply was: 
60 R. L. Stein is the author of a popular horror story series for young adolescents. Hannah's liking for 
Blyton and Stein is a striking juxtaposition; and one that is discussed in a following section (see 
section 5.4±). 
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(Tuesday 22 November, 4:30pm. Day 2 of observations) 
EVENT: INTERVIEW 2 (Utterances 119-120) 
Hannah I'd wish that all the people in my class and friends and stuff, and my school, 
was like out in the country- that we lived out in the country. So we're like 
based out in the country, and I still have all my friends and teachers. 
Hannah has a very small group of friends at school, which includes her best friend 
since Year 1, Virginia. This group also includes another two girls, Jing and Y ee, from 
Cambodia and Vietnam respectively. Virginia, however, appears to be the only friend 
with whom Hannah socialises regularly outside school (apart from Hannah's cousins). 
All four girls are well-behaved in class, and are generally quiet and unassuming. 
During lunch hours, however, this group of friends creates and practises elaborate and 
often raucous skits and dance routines which they are allowed to perform occasionally 
for their class. Hannah and Virginia are also involved in the school Drama Club and 
are currently rehearsing for an end-of-year concert. 
From this brief and incomplete characterisation of Hannah, it is possible to identify at 
least three overlapping social identities that appear to play a prominent role in her 
everyday life. These include: being a 'model' student, being a performer, and being 
the member of a particular family. The following three snapshots attempt to freeze 
some of the complexities constituting these various identities for the purposes of 
investigating and interpreting possible Discourse memberships and the ways in which 
they might coordinate her everyday life. As with Layla, however, this initially proved 
to be no easy task. The following discussion of Hannah's language and social 
practices concludes with reflections on a number of interpretive difficulties I 
encountered at various times within this case. 
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5.4a Snapshot 1 
(Monday 28 November, 11 :10 am. Day 6 of observations) 
EVENT: LANGUAGE LESSON (IMMEDIATELY AFTER MORNING TEA) 
SUB-EVENT 1: Silent reading 
The students move into the classroom and find their seats, or mill about talking to each 
other. Hannah sits at her desk without speaking to anyone and takes out her book, The 
Door In The Wall (Ashton Scholastic). Mrs E and Mr Brunner wait for everyone to be 
seated, then set about identifying which students are yet to hand in their Novel 
assignment. Heidi seems engrossed in her book while this is happening. 
Jake61 , who sits beside Hannah, leans over and takes a pair of scissors from Hannah's 
desk. She appears to ignore him. Jake sits and trims the green fuzz from a tennis ball 
with the scissors, then gently jabs Hannah in the arm with them before putting the 
scissors back on her desk. Hannah continues to read. 
Mrs E informs the class that they have five minutes of silent reading left before moving 
into their reading groups. Students around Hannah are variously engaged in reading 
novels, magazines, novelty books, chatting, or simply sitting with their heads on their 
desks. Jake shifts around in his seat, bounces the tennis ball on his desk a few times, 
and yawns loudly. Two students from another class come to the door and ask who 
would like to play softball for Friday sport. Hannah looks up briefly, then returns to her 
reading. 
SUB-EVENT 2: Introducing the next section of the lesson 
(11 :22) Mr Brunner tells his group of students to come and sit in the large space in the 
centre of the room. Hannah puts her book away and sits on the floor, somewhat on her 
own. Virginia is sitting with another girl. Mr Brunner explains that the task he is about to 
give them is part of their final assessment for their current unit on Greek mythology. 
Hannah appears to listen carefully, regularly raises her hand in response to Mr 
Brunner's questions, and is called on to provide answers. The students are sent back to 
their desks with a worksheet each, and Hannah begins working immediately. 
(11 :31) After some time, Hannah raises her hand, but Mr Brunner is engaged in 
redirecting a student who is in the wrong group. Hannah lowers her hand, then fetches a 
dictionary from the bookshelves and appears to look up a word. A group of students 
discusses with Mr Brunner where the Achilles tendon is located. One student loudly 
suggests that it's "In my bum". Hannah continues working. 
61 Jake is 12 years old, but is approximately 175cm tall and weighs about 70kg. He has a volatile temper 
and few students deliberately cross him. Remarkably, however, he seems to get on well with Hannah. 
Chapter 5: Findings 283 
These classroom events and practices were repeated over and over again during the 
two weeks I spent in this classroom. Indeed, I found that the bulk of my fieldnotes 
were more about other students than about Hannah. Once I had described the task she 
was involved in, there was often very little else to write about her for long periods of 
time. Hannah was never reprimanded by her teachers, but neither did she seem to be 
teased by her classmates for behaving in ways that some may have regarded in others 
as being a 'goody-goody' or 'teacher's pet' (and therefore generally unacceptable)62. 
5.4b 'being a student' in Hannah's class 
The kind of student sub-Discourse constructed by Mrs E and Mr Brunner was 
markedly different to the other three classrooms I had observed. Both teachers 
publicly valued, among other things, respect for others and their property, the ability 
to make reasoned decisions, and the ability to take responsibility for one's own 
actions. For example, one lesson I observed focused on decision-making (and built on 
a previous lesson that dealt with freedom and responsibility). The class discussed 
situations where they had been forced to make important personal decisions, and then 
talked about factors that had influenced a range of such decisions. Mrs E used 
personal anecdotes to support or explain points she was making. 
Following this discussion, Mrs E listed a set of steps on the chalkboard that could be 
used to guide decision-making. 
62 I found this absence of teasing strangely surprising; particularly when I observed other, quite cruel 
treatment of some class members by their peers. Perhaps a statement by one of her male classmates 
sums up the general feeling towards Hannah: "Hannah's good. If someone' s down, she tries to help 
them" (Thursday 24 November, I 2:10pm). 
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Decision making 
State the problem 
Gather information 
Examine choices 
Consider the consequences 
Decide and evaluate 
Next, the class watched a video of a scenario that involved peer pressure to shoplift. 
The students then worked through the decision-making steps listed on the chalkboard 
in deciding what they would do in such a situation. 
In addition, and as one more example among many others, a large, permanently 
displayed chart at the front of the room listed actions that disadvantage others. Such 
actions included: 
The disadvantaging of others 
spitting 
answering back 
comments 
doing little work 
deliberate disobedience 
bad language 
lying 
(etc). 
From the way it was written, this chart appeared to be the result of a brainstorming 
session, and additional actions seem to have been added at later dates. This chart was 
referred to a number of times during the observation period, particularly when a 
student was being reminded of what counted as acceptable and responsible behaviour 
in the classroom. 
Students were also encouraged to take responsibility for their school work. For 
example, work contracts were employed for major assignments (e.g., the Novel 
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assignment) whereby students signed an agreement that they would complete a 
specified amount of work by a given date. This document also established the content 
and the quality of the final product expected by both teachers. 
From speaking with Mrs E and Mr Brunner and listening to what they said in class, 
it was apparent that they were also interested in equipping their students with - at the 
very least- 'survival' language abilities and social skills. For example, 
(Thursday 15 December, 3:15pm. Day 11 of observations) 
EVENT: INTERVIEW 3 (utterances 180-184) 
Michele 
Mrs E 
So what would you see then, as their language needs? 
Very functional. With the genres that we've done, we've purposely 
concentrated on functional genre because we felt that for these students to 
end up in the world and survive, they really need to be able to fill out forms, 
to know how to deliver or take a message, all those sorts of things ... And 
hopefully, at the same time, we'll be teaching them some basic social skills. 
Just procedures and things, you know 
Mr Brunner If they can get those things out of it, maybe when they're older they can go 
on and do something 
Mrs E That's right 
Mr Brunner If they've got a grasp, a good understanding of those things, they might 
decide, "All right. If I want to get somewhere, I've got to start learning how to 
do these things". 
In summary, Mrs E and Mr Brunner worked to establish students as independent, self-
motivated learners who would be able to 'survive' in terms oflanguage abilities and 
social skills outside school. Most students within this class, apart from Hannah, did 
not seem to enact or aim for these values and goals. Hannah, however, certainly 
appeared to embody her teachers' aspirations for their students. 
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5.4c Interpreting 'being a (model) student' 
To begin with, I found myself somewhat at a loss in trying to interpret the Discourses 
that may have been constituting Hannah as a model student. It would have been easy 
to claim that Hannah was fully and unquestioningly complying with the student sub-
Discourse championed by her teachers. Or, as with Layla, it would be equally possible 
to say that Hannah is coordinated by Discourses that require young girls to act in 
respectful and dutiful ways. Indeed, such interpretations are confirmed by Hannah 
herself During the familiarisation visit, for example, Hannah described how in class 
she sits next to Jake, who, despite his reputation with her teachers, she finds very 
funny. In her words, "I try not to talk to him, but sometimes I just have to risk if' 
(Sunday November 20, 2:35pm; emphasis added). Numerous times, too, I overheard 
Hannah telling someone not to talk to her during class work times. In addition, 
Hannah had explained to a classmate (who subsequently told me) that one of the 
reasons she doesn't hang around with Ramona and the in-crowd of girls is that they 
get into too much trouble. Thus, it seems that examples such as these signal Hannah's 
membership in- and coordination by- a particular student sub-Discourse and/or nice 
girl Discourse. 
I am convinced, however, that these Discourses are not the only ones coordinating 
Hannah's identity and subjectivity as a particular kind of student. To begin with, 
Hannah demonstrated a remarkable self-sufficiency both at school and at home. For 
example, I repeatedly observed that Hannah and Virginia did not usually sit or work 
together during class, even when given opportunities to do so. I initially interpreted 
this as a falling out with each other. However, when I asked Hannah about it, she 
explained that they both like to sit with and talk to other people as well as each other. 
This contrasted markedly with Layla and her circle of friends, who were very tight 
knit and interdependent (see section 5.3d above). In addition, Hannah works 
independently in class, and often solves any difficulties she encounters in her school 
work on her own (see, for example, snapshot 1). This is confirmed in her semester 
school reports. For example, 
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(Excerpt from) School Report, Semester 1, 1994. 
Hannah is a friendly, courteous class member who works quietly on tasks with minimal 
supervision. 
Hannah's self-sufficiency also appears to be coupled with self-confidence and self-
assurance. She is willing to try new things, even though she knows she might not be 
highly successful at them (e.g., deciding to play softball even though she is not 
athletic). Indeed, she is encouraged to do so by her parents. For example, 
(Excerpt from) Parent/Guardian Survey 
(conducted by Hannah's teachers in September 1994 and responded to by Julia) 
2. What in your opinion does your child do well? (strengths) 
Hannah appears to do well in most things. Scholastically she's the strongest but she tries 
most things with varied results. We both encourage her to have a go at everything that 
comes along. 
This 'have-a-go' attitude ofHannah's did not manifest itself in the self-improvement 
discourse that characterised many ofLayla's comments. Perhaps one reason for this 
could be that Hannah feels comfortable with who she is and is confident of her ability 
to master (or at least enjoy) new practices. However, despite my impression that this 
is indeed the case, this interpretation is difficult to support with concrete evidence and, 
hence, must remain only a hunch. 
At home, Hannah also appears to be encouraged to be self-sufficient by her parents, 
and particularly by her mother, Julia. For example, during the afternoon of the second 
day of school-based observations, Hannah asked whether I would mind not sitting 
with her group of friends at lunchtime any more because her friends "can't be 
themselves when you're around" (Tuesday 22 November, 4:10pm)63 . Later, Julia 
63 This in itself was interesting data as the three other case study participants had looked out for me at 
lunchtimes and so forth. Hannah's request is difficult to interpret, but I have a strong hunch that these 
four girls used lunchtimes to explore a range of ways of speaking and acting and so forth that were in 
marked contrast to their usual identities and actions in class, and perhaps out-of-school. Hannah's 
claim that her friends "couldn't be themselves" is fascinating, and is taken up again in relation to 
snapshot 2 below. 
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explained to me that this had been a dilemma for Hannah, and that Hannah had wanted 
Julia to approach me about lunchtime observations. Hannah, however, was told that 
it was her responsibility to ask me. 
Another time, Hannah telephoned after my official fieldwork had finished to invite me 
to come and watch her and her three :fiiends perform a number of skits for their class. 
After hanging up, the telephone rang again, and Hannah was phoning back to invite 
me to her graduation ceremony the following day. Hannah explained at the end of this 
second conversation that she had felt awkward about inviting me, but that her mum 
had asked her "What have you got to lose?". 
At the risk of over-interpreting these and other observations, I propose that the self-
sufficiency enacted by Hannah is not easily reconciled with nice girl Discourses alone, 
which in the main tends to emphasise dependency and acquiescence ( cf, Gilbert & 
Taylor 1991, pp. 15-19; Gotfiit 1991, p. 176-177). Indeed, the student sub-Discourse 
promoted in Hannah's class values independence, both in terms of learning and 
personal decision-making. However, and as indicated above, I propose that Hannah 
is also being coordinated by values, beliefs, and practices that characterise her primary 
Discourse and, in particular, her relationship with her mother. 
Julia often includes the word "cope" in her talk about her everyday life and, for a 
number of reasons- including months of ill health after the birth ofLaura- has had to 
find ways of dealing with the everyday demands of raising a family successfully in an 
area in which she feels she doesn't belong. Indeed, whenever I speak with Julia, I 
sense a strong determination to provide her children with a warm, stable home 
environment and positive experiences of schooling. For example, Julia does not agree 
with many of the parenting practices she sees around her, such as women not feeding 
their children balanced, wholesome meals, parents and children speaking 
disrespectfully to each other, parents telling their young teenage children to leave 
home, and so forth. She feels strongly that there are "so many children in the area 
who are not given a chance at a decent life" (Thursday 1 December, 4:30pm). 
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In addition, Julia described for me her own time at school whereby she was constantly 
compared with older and younger siblings by her teachers and how she ended up 
hating school because of it. Julia deliberately planned her children's births some 
distance apart so that they would not suffer the same fate, and avoids praising one 
child over another in relation to their school performances. However, Julia also 
observed with an unmistakable inclining ofher head in Hannah's direction, that it also 
means that one child may be "under-praised". 
In addition, and despite her obvious competence in a range of areas, Julia appears to 
have little confidence in her own abilities. At times, too, I had the distinct impression 
that Hannah was trying to protect or help her mother by, amongst other things, 
behaving impeccably at home and at school (unlike her brother, Craig). Once again, 
this is only a tentative supposition and cannot be substantiated with evidence from 
fieldnotes or interviews. Nevertheless, I am convinced that Julia's values, beliefs, 
actions, practices and so forth directly coordinate much of Hannah's primary 
Discourse, and hence, the ways in which Hannah acts out a certain identity in class. 
This is discussed again in relation to snapshots 2 and 3. 
As previously signposted, and in stark contrast with her in-class identity, Hannah 
usually spent her lunch hours devising elaborate and humorous skits and dance 
routines with the help of her three friends. These skits were mostly spoofs on popular 
culture (e.g., supermodels, designer clothes), and often included messages about class 
differences (e.g., differences in actions and reactions of a "snob" and a "poor person" 
seated near each other in a restaurant). These skits were developed largely by Hannah 
and Virginia, and spoke to their vivid imaginations and keen senses of humour. This 
love of performing constitutes the subject matter ofthe second snapshot below. 
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5.4d Snapshot 2 
(Thursday, 1 December, 1:OOpm. Day 9 of observations) 
EVENT: HANNAH AND HER FRIENDS PERFORMING SKITS 
SUB-EVENT: The second skit 
The entire class is seated in one half of their large classroom, with the dividing curtains 
pulled across to form the wings of a makeshift stage. Hannah primes the audience as 
to what lies ahead, explaining that Virginia is a model who is trying to draw attention to 
herself. Virginia's hair is tied into myriad small pigtails, held in place with strips of 
brightly coloured cloth. Both girls have a long strip of cloth each and use these pieces 
of material in ways similar to how models and cabaret singers use feather boas. They 
strut down the 'catwalk', swinging their hips, pouting, shimmying their shoulders and 
singing "We're models, on the catwalk. I wave my tush on the catwalk" in a direct and 
hilarious parody of the popular song, I'm Too Sexy. Hannah and Virginia make a 
second run down the catwalk and when they reach a certain point Virginia breaks into a 
frenzy, pushing Hannah out of the way, and singing at the top of her voice, "I'm too 
sexy for my socks, too sexy for my undies", and so forth. Their classmates and 
teachers are shrieking with laughter by now. Hannah grabs Virginia, gives her a good 
shake and asks her what she's doing. Virginia explains that she does indeed want more 
attention than Hannah. Hannah stamps her foot, and says that they'll have to do it all 
over again. They try two more times, threading their way out into the audience, 
seductively dragging and draping their strips of cloth over everybody as they sing. 
Twice more, Virginia reaches a certain point and explodes into unrestrained singing 
about how sexy she is. Eventually, Virginia agrees to behave, and they finally manage 
to complete their song about models on the catwalk. Just as they are about to leave 
the 'stage', however, Virginia runs close to the audience and sings her own version of 
the song at double-speed, before being chased off by Hannah. Their classmates and 
teachers cheer and clap. 
For me, there was a startling incongruity between these girls' identities and practices 
during class, and the practices and identities explored during lunch hours and 
occasionally performed for their peers and teachers. In addition to these skits, Hannah 
explained that the four friends also practised dance steps they had learned during 
Drama Group, or that had been shown to them by classmates who attended dance 
lessons (e.g., Ramona). As mentioned earlier, both Hannah and Virginia belonged to 
the school's Drama Group which met during class time. Throughout the observation 
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period this group was preparing for an end-of-year concert and regularly practised 
professionally choreographed dance routines to a number of songs that were popular 
at that time64, as well as two or three short plays and excerpts from musicals65 . This 
was being organised by a drama teacher, the school's music teacher, and a 
professional dancer from the community. Student involvement in this Drama Group 
was voluntary. 
5.4e 'being a performer' 
For Hannah, it seemed that devising and practising dance routines and humorous skits 
was an important - although mostly hidden - part of her life. When asked about the 
skits in particular, Hannah explained that last year she, Virginia, Roger - a classmate 
from last year - and Virginia's older brother used to devise skits at school and 
occasionally perform them for their Year 6/7 composite class. It was difficult, 
however, to pinpoint the origins of this play-making; Hannah's teachers suggested that 
concert nights at school camps had been a trigger, and Hannah explained that Virginia 
and her family often created and performed short plays at home. 
When asked how they went about devising each skit, Hannah explained "We just do, 
it's too hard to explain" (Thursday 1 December, 1:05pm). I also asked whether they 
wrote scripts or plot descriptions for each skit, and Hannah explained, "No, we just 
remember the words. It's easier without the scripts". Another time, Hannah explained 
that the main aim of each play was to make other people laugh, therefore the main 
criteria for initially judging the quality of a skit was whether or not it made them all 
laugh while they were devising it (Thursday 15 December, 9:34am). Hannah later 
declared that if people didn't laugh at their plays, then she felt silly. Perhaps, too, this 
64 These songs included: Go West, Prince Ali sung by Elton John for the Aladdin movie by Disney, and 
The Never Ending Story from the movie of the same name. 
65 For example: Little Red Riding Hood, a section from the movie musical Aladdin, and a short skit 
about baking a cake. 
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may help to explain why she gave a synopsis of each skit to her audience prior to it 
being performed. 
Unlike Layla and her circle of friends' impromptu performances, Hannah and her 
friends' skits and short plays are carefully rehearsed66. Hannah describes how the 
group of four girls (with occasional 'extras' drawn from the class) are forced to devise 
and practise their skits during their lunch breaks because "we don't visit each other 
at home much" (Thursday 1 December, 1:07pm). 
As indicated in snapshot 2, the skits produced by these girls appear to send up aspects 
of popular culture such as sport, supermodels, television advertisements, and soap 
operas, or poke fun at upper class people (or "posh" people in their terms). For 
example67, one skit involved Virginia and Y ee going shopping for new clothes. They 
entered a store and began "ooohing" and "aaaahing" over the various items of 
clothing as they put them on, while speaking with tofi:Y British accents. When they had 
finished dressing, they turned to the audience and leaped into the air singing, "Oh 
what a feeling .... St Vinnie's!". This was an obvious send up of a frequently appearing 
television advertisement for Toyota vehicles, as well a spoof on advertising that 
endeavours to sell 'image' along with particular clothing labels (and, perhaps, a send-
up of the people who fall for such image-mongeringl8. This spoofing of certain 
images or identities was underscored in the closing segment of this skit when Virginia 
and Y ee strolled over to Jing, who had just emerged from an expensive hotel, and 
declared - to Jing' s enacted shock - that she absolutely loved what they were wearing. 
Another, more elaborate skit opened with Virginia lying languorously on a 'couch' of 
66 Indeed, they had been rehearsing and fine-tuning one particular play for over a year, waiting for a 
chance to perform it (conversation with Hannah, Thursday 15 December, 9:35am). 
67 The following descriptions of the group's skits will be written as the events were intended to be 'seen' 
by the audience. That is, an actor will 'walk through a door' rather than be described in terms of 
'pretending to open a door and walk through it'. This narrative strategy is used deliberately to help 
capture some of the imaginative qualities of these dramatised events. 
68 
"St Vinnie's" is acommonlyusednicknameforthe St Vincent de Paul Society Store, a chain of cheap 
secondhand clothing and home-goods stores run by the St Vincent de Paul Society. 
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desks, deciding to "holiday in the country". Of course, all manner of unpleasant things 
befall this "rich city lady" during her visit to a farm. 
All of the skits I saw performed by this group were unrestrained in nature, and often 
sexually or socially daring. These skits thus engaged Hannah and her three friends in 
a range of often extroverted roles. Again, this was in stark contrast with their subdued 
and restrained actions and discourses in class. Interestingly, these skits also contrasted 
sharply with the activities of the Drama Group. For example, for the end-of-year 
concert, Hannah is Little Red Riding Hood in a short play of the same name. Hannah 
has obviously put much time into learning her part as she is able to speak her lines 
unaided, while other students still need scripts to prompt them69. During this particular 
practice session, Hannah's body movements and gestures are less extravagant than 
those I had seen in her skits with Virginia and the others, nevertheless, she is 'in 
character' and skips about the stage. To begin with, she speaks her lines in a high-
pitched, simpering voice; however, one of the two teachers present interrupts 
Hannah's performance to tell her to "speak in your normal, clear voice", and the other 
teacher tells her she is speaking too quickly. For a fleeting moment Hannah looks 
crestfallen, then she takes a deep breath and begins again. This time, she more or less 
talks the part through, and her gestures and movements are much more restrained, 
even wooden (conversation, Wednesday 30 November, I 1:15am). 
The dance routines performed by the Drama Group are also tightly choreographed. 
Repeated formations of dancers include lines, serried rows, and synchronous 
movements. Hannah rarely smiled during dance practices, even though she declared 
emphatically in conversations with me that she loved dancing and wished she could 
attend lessons. In addition, she could be seen carefully counting the beats of the music 
to herself, and although she danced in perfect time with the music, her movements 
seemed restricted and self-conscious. This was also the case during the final, public 
performance; none of the dancers smiled on stage, and Hannah could be seen counting 
69 Indeed, I had seen Hannah reading through her script on a number of previous occasions (e.g., while 
she ate lunch, during lesson changes, etc.). 
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the beats to herself Her mother, Julia, commented after the concert that Hannah had 
attended jazz ballet lessons for a number of years and had always been very precise 
in the way she approached dancing. Julia joked, "Everyone else can be out of time 
together, but Hannah will always stick to the count" (Friday 9 December, 11 :05am). 
5.4f Interpreting 'being a performer' 
Focusing on the Drama Group to begin with, it is possible to identify at least two 
D/discourses constituting and coordinating membership in this group. The teacher 
most responsible for the functioning of the Drama Group explained to me that the 
objectives underpinning each public performance fell into two categories: skills and 
outcomes. Skills objectives aimed at developing: listening skills, concentration, team 
skills, cooperation, the ability to follow directions, and self-control. Outcomes-based 
objectives included: developing standards of public performance, critical reflection in 
order to evaluate personal and group performance, and meeting "professional 
standards" in public performances (Wednesday 30 November, 12:05pm). 
Accordingly, students app~ar to be apprenticed to a 'professional performance' 
Discourse, whereby the values and work ethics of professional arts-related groups are 
employed in devising and polishing the concert production of the Drama Group. The 
drama teacher is very explicit about this, and is himself heavily involved in amateur 
and professional theatre troupes out-of-school. The Drama Group's work with the 
professional dancer further underscores this apprenticeship. 
In addition, a Discourse that values self-discipline and bodily control appears to be 
constituting this drama group in interesting ways70. One version of this Discourse 
found in most schools is indissolubly linked to the normative and regulatory role of 
schooling ( cf, Luke 1992a & b; McLaren 1991 b). For example, Allan Luke draws on 
the work of Bourdieu and Foucault in his critique of schooling, and discusses the 
70 See discussions of bodily regulation and surveillance in, for example: de Certeau 1984; Bourdieu 
1977; Foucault 1977. 
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'technologies of regulation' and 'disciplinary inscription of the subjectivity of the 
student' that work to produce certain types of students (1992a, p. 115). Likewise, 
Peter McLaren proposes the term 'enfleshment' to describe 'the dialectical 
relationship between the material organization of interiority and the cultural forms and 
modes of material production we inhabit subjectively' (1991b, p. 154). That is, 
schools become sites of en:fleshment in the sense that they serve as 
discursive [and Discursive] arenas in which the norms of class- and 
gender-based social power are intextuated71 into the student body, 
reflecting the wider body politic of the society-at-large (ibid., p. 155). 
Hannah's drama teacher had very specific ideas about how each dance and play should 
be performed, and there was little - if any - student consultation or negotiation 
involved in selecting and devising each dance routine or play staging. In a very real 
sense, this teacher was also insisting that the student performers be amenable to being 
regulated, as well as able to manage and maintain their own self-regulation. Both of 
these attributes are valued widely in schools and by mainstream social groups in 
Australia and elsewhere (cf, Luke 1992b, pp. 146-147; Sola & Bennett 1991, p. 53). 
Generally, the students in the Drama Group complied with this regulation. 
However, this is not to argue for an 'education as reproduction' position. Indeed, 
such interpretations have been problematised and shown to be more complex than 
traditionally conceived. That is, students are not necessarily passive recipients of the 
identities scripted for them by the school and other social institutions72. Accordingly, 
I propose that Hannah and her friends' skits and self-devised dances constitute 
contexts for exploring and experimenting with a range of identities and subject 
positions other than those offered by their schooling, or by their primary Discourses. 
Although this group draws on television, magazines, and personal experiences in 
71 From de Certeau's (1984) notion of 'intextuation', meaning the 'transformation of bodies into 
signifiers of state power and law' (McLaren 1991b, p. 155; also de Certeau 1984, pp. 131-153). 
72 See, for example: Macedo 1993, pp. 184-185; Steedman 1981, p. 7; Walkerdine 1981, p. 23. 
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devising skits, this does not appear to be a simple matter of 'writing themselves as 
girls' and perpetuating a patriarchal Discourse (Gilbert 1989b, p. 263) that very often 
scripts particular social identities and subject positions for girls at school (Jones 
1993). 
Although the skits performed by this group of young female adolescents featured 
symbols, artifacts, and practices often associated with 'being (a particular kind of) 
female' (e.g., cloth strips as feather boas, an interest in clothes and eating, being 
beautiful, being jealous, etc.), these things were not always presented in terms of 
enacting 'positions that rely upon a hierarchical construction of male/female 
relationships' (Gilbert 1992, p. 3). Pam Gilbert identifies such reliance as common 
practice for adolescent females, however, the most recurring theme in Hannah's short 
plays is class differences rather than male/female relationships or 'nice girl' identities. 
Accordingly, these plays were performed in ways that showed the "poor"- or in my 
terms, working class - people to be resourceful and strong, and the "posh" - or middle 
to upper class - people as ineffectual and weak. 
In addition, wherever the girls did seem to conform to cultural images of 'being 
female' in their plays, such as in the supermodel skit, they very often exaggerated their 
roles and flaunted their sexuality in ways that simultaneously parodied and explored 
these identities. Indeed, it appeared that the girls, particularly Hannah and Virginia, 
were 'trying on' a range of adult women roles in ways made safe through humour and 
acting73. In one sense, Hannah and her fiiends were practising and experimenting with 
identities already claimed and enacted by many of the girls in their class (albeit in 
perhaps less safe ways). These other girls usually dressed in clothes and jewellery 
better suited to older women, read teenage and young women's magazines such as 
Dolly, Cleo and Cosmopolitan, demonstrated more obvious interest in boys, and 
generally seemed more worldly than Hannah and her three fiiends. 
73 For example: women who were responsible or irresponsible, capable or incapable, resourceful or 
helpless, rich or poor, glamorous or plain. Very often these 'opposing' characteristics were juxtaposed 
in these skits by means of particular character attributes and roles enacted in the skits. This effectively, 
and humorously, amplified each characteristic. 
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As already mentioned, Hannah's claim that her friends "couldn't be themselves" while 
I was watching them during their lunchtime rehearsals was intriguing to say the least. 
It left me wondering which 'self they were being during their lunch hour; obviously 
it was not the 'self of the classroom and to which I had access throughout the 
observation period. Perhaps Hannah was suggesting that the personas they enacted 
in their plays were closer to their inner lives than the schooled bodies they presented 
during class, or perhaps that such personas were in some way how they 
perceived/would like to perceive themselves, or have others see them. Another 
possible interpretation may be that these girls were constructing ways, no matter how 
seemingly inconsequential, of resisting identities and subjectivities that may have been 
mapped for them by the community to which they belonged, including: being mothers, 
having husbands, being helpless, and so forth74 . Once again, this complex of events, 
conversations, and observations is not easily interpreted in terms of specific 
Discourses, nevertheless, there appear to be a range of patterns of values, beliefs, 
practices, and so forth at work in these performances. 
Perhaps this complex array of Discourse coordinations marks a period of 'coming of 
age', or a transition in Hannah's life, whereby her primary Discourse is becoming 
increasingly noticeable to her as she engages more and more with secondary 
Discourses of adult/womanhood. At home, for example, Hannah appeared to be 
negotiating her way - not always smoothly - between being a child and being a 
teenager. For example, she remarked to me one day while we were discussing how 
she learns dance moves from Ramona at school that, "Up until just a while ago I was 
mostly interested in silly things, but now I'm starting to become more interested in 
dancing and [popular] music" (Tuesday, 29 November, 3:48pm). Nonetheless, and 
despite this claimed burgeoning interest, Hannah still held fast to many of the things 
I associated with her childhood, such as her Cabbage Patch dolls, a letter from Santa 
Claus, various collections of Garfield and Lion King wares, and stories of possible 
fairy visits to their backyard. 
74 See also, for example, among others: McLaren's notion of'modes of resistant subjectivity' (1991b, 
p. 161 ); Steedman's discussion offour eight year old girls resisting 'normalised' females roles in their 
writing (1981); and Gotfrit's exploration of dance as a site of resistance for woman (1991). 
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Indeed, as mentioned earlier, Hannah's identification of Enid Blyton and R. L. Stein 
as her two favourite authors at that moment neatly captured some of the curious 
juxtapositions and possible tensions in Hannah's everyday life. For me, these strange 
bedfellows, one writing about fairies or young people who solve 'devilishly tricky' 
mysteries and the other writing about gruesome murders and the dark side of the 
supernatural, signalled some of the complexities with which Hannah was dealing in her 
everyday life. Perhaps in addition, Hannah's mother, Julia, was not keen on Hannah 
growing up too quickly. For example, during a conversation about Hannah's clothes 
Julia described how Hannah often wants to buy clothes that she sees her 19 year old 
cousin wearing (e.g., platform sandals), and how Julia won't let her, saying "There's 
plenty of time for being an adult later" (Thursday, 1 December). Concomitantly, and 
seemingly in support of this interpretation, Hannah often spoke longingly of the "olden 
days" and her mother's childhood, and how simple things were then. These themes 
are the focus of the third snapshot and discussion below (section 5.4g). 
In summary, the skits performed by Hannah and her friends appeared to be 
coordinated and constituted by a number of Discourses. Likewise, Drama Group 
performances seemed to be similarly complex, but coordinated by a number of 
possibly different Discourses. It is difficult, however, to neatly label particular 
Discourses to which Hannah and her friends may be consciously or unconsciously 
subscribing in both kinds of performance practices and events. Nonetheless, whether 
or not Discourses can be reliably and exhaustively labelled is of small concern in the 
present study. What is important is that a conception of Discourses enables :fiuitful 
insights into the complexities which coordinate and constitute Hannah's everyday life. 
This is borne out in the analysis of the third snapshot below. 
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5.4g Snapshot 3 
(Tuesday 29 November, 6:05pm. Day 7 of observations) 
EVENT: INTERVIEW 3 
SUB-EVENT: Discussing the relative value of money (utterances 102-107) 
Julia Mum always said they'd never leave the farm. Her father was a soldier-
settler, on a farm outside Casino, and then uhm, they were there for X 
number of years and then moved into town, and they were up here in West 
End for a short while with a corner convenience store. She tells the story of 
parents giving these kiddies a penny and they could buy all these lollies 
((small laugh)). It was very frustrating for her because a penny would buy 
so many follies. This must've been back in the thirties, the late thirties sort 
of thing 
Michele 
Julia 
Michele 
Hannah 
They'd get a penny's worth and there'd be a whole bag full? 
Yeah, it used to drive her parents insane! 
Yeah, I bet. ((To Julia)) Well you'd remember going into a lolly shop and 
they'd have all these jars, and you'd say "Oh, I'll have five cents worth 
please", and y'know, you'd get five for a cent, and things like that. 
Yeah, I read about it in books, like February Dragon [Thiele, 1965], and 
they go into this shop- February Dragon was the big Ash Wednesday thing, 
and Miss Barratt had it- and there's this shop called 'Barnacle Bill's' and 
they go in and they had a penny and they got a whole lot of aniseed for a 
penny, a penny worth of aniseed. And each one wanted aniseed ((small 
laugh)), and the shopkeeper kept on putting the jar up, and then uhm, the 
little boy goes "But", and the shopkeeper goes "What do you want?" and he 
goes "Buf', and the shopkeeper said "You better not want anything", he 
goes "But, but" then the shopkeeper puts the jar up, and he goes "Can I 
please have half a penny worth of aniseed?", and the shopkeeper goes 
"What? Get out of here!" ((laughter)). 
Narratives about Julia's childhood appear to be an important part of Hannah's 
interactions with her mother. As already mentioned, Hannah liked nothing more than 
to hear her mother and aunts swapping tales about growing up in northern New South 
Wales. Indeed, Hannah encouraged her mother to include me in these patterns of talk 
by telling Julia to recount to me particular events that Hannah obviously knew by 
heart, but which still entertained her. For example, Hannah begged Julia to tell me the 
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story "about the thistles and the cart and the electric fence" while we were sitting 
having a cup of tea at the kitchen table (Tuesday, 22 November, 5:05pm). Julia tells 
the tale, with elaborations and asides from Hannah. As snapshot 3 suggests, Hannah 
also enjoyed telling stories herself, and appeared to model them on the narrative 
patterns established by her mother. Whenever Hannah did not have personal 
experiences on which to draw in telling a story, she recounted events she had read in 
books as though she had been there herself(see snapshot 3 above). 
In her conversations with me, Hannah very often associated her mother's childhood 
and the setting for these narratives with talk about "the olden days" and wanting to 
live in the country when she was older. 
5.4h The 'olden days' and 'living in the country': Being the 
member of a particular family 
I noticed that many of the books Hannah said were among her favourites were often 
set - and usually written - three or four decades or longer ago75 . She herself 
commented explicitly on this penchant: "I like books that are like, the olden days and 
stuff' (interview 1: utterance 157). In addition to nominating that she lived with her 
teachers and class out in the country when asked what she would wish for if she was 
given three wishes, Hannah also chose: 
(Tuesday 22 November, 4:30pm. Day 2 of observations) 
EVENT: INTERVIEW 2 (Utterances 119-120) 
Hannah 
Michele 
Hannah 
That all the violence goes away, that there was no pollution and that it would 
never happen again, and that we did stuff like in the olden days 
Oh, what do you mean by that? 
Horse and cart, so we wouldn't cause pollution and, like, did stuff so it wouldn't 
cause pollution, or we used stuff that didn't cause pollution 
75 For example: Ash Road (Southall 1967), Seven Little Australians (Turner 1894), Little Women 
(Alcott 1868-1869), etc. 
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Hannah seemed to prefer country-style furniture and accoutrements, too: "I like the 
old country stuff I don't like the new stuff that's come out. Some of the new chairs, 
they've got like green seats and black backs and go like this ((indicating the shape of 
the chair back with her hands)). They're awful" (Thursday 1 December, 5:35pm). 
Julia, too, seemed interested in times past. For example, and again as previously 
mentioned, Julia told Hannah and me about a recipe book she had bought recently 
because it reminded her of the recipe book her own mother had put together from 
pages cut from magazines. As Julia explained: "My mother had made her own recipe 
book. She used to cut recipes out of New Idea and the Women's Weekly, and this 
book actually had some of those pictures in it, so buying it was a nostalgia thing 
((laughs))" (Thursday, 1 December 1994, 5:05pm). 
In addition, and also mentioned earlier, Hannah repeatedly expressed a desire to live 
in the country. 
(Thursday 1 December, 4:28pm. Day 9 of observations) 
EVENT: INTERVIEW 4 
SUB-EVENT: Discussing how animals on Julia's childhood farm were not pets, but working 
animals (utterance 164) 
Hannah I just really love the country and the farming life. I mean like, I've got a cousin 
and I asked her where would she rather live, in the country, a suburb, or in the 
city, and she said "The suburbs", and I asked Mum what it was like living in the 
country, and she said it was kind of lonely and stuff. But, I just really like the 
country and like, farms and stuff. And, I'd like- I'd love to live on a farm. Well, at 
the moment I would, I don't know if I'd actually live there. I might have animals 
and paddocks and stuff. It might come out of reading Enid Blyton books and 
stuff like that 
Hannah's interest in the country and the olden days seems, to me, to be indissolubly 
linked with a strong sense of family relationships, history, and traditions, often 
strengthened and supported by written texts in particular. 
Throughout the observation period, Julia repeatedly stated her belief that family and 
family gatherings are important for children. For example, both Hannah and Julia 
spoke fondly of past and present Christmas traditions and rituals belonging to their 
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immediate and extended family (e.g., late, long lunches where everyone brings along 
their favourite food, handmade bonbons, etc.). Many ofthese rituals, even though 
some were no longer practised, were preserved, it seemed, in Julia's narratives. For 
example, 
(Thursday, 1 December 1994, 5:15pm. Day 9 of observations) 
EVENT: INTERVIEW 4 
SUB-EVENT: Discussing family Christmas traditions (utterances 467-671) 
Julia I used to .. make bonbons. I used to make my own bonbons. Yeah. For 
years ... about five years 
Hannah 
Julia 
Michele 
Julia 
[I made bon bons for-
[Yeah, she made it for all the family, and put in little gifts 
Yeah, everyone at the Christmas table, and then I'd go and find a little tiny gift 
to put inside ... I'd sort of try to stick to a price limit and I'd try and find a gift, for 
each person that they actually liked, or they would be interested in. Still, it was 
a challenge to see what you could find actually. Yeah, I used to sort of look for 
little Christmas stickers. One year I had little silver angels that I put on, and I 
printed their name in the angels sort of thing. It was really good. And it was very 
interesting actually. It sort of got a bit out of hand at the end though, so I 
stopped it. It just got to the point where you were sort of putting ... It started off 
with just bits of trivia, and then I sort of built up and built up ... Then it got to the 
point where people weren't very happy with what was in it, and it was too hard 
keeping up with it all 
Seriously? They complained about what was in their bon bon? 
No, just really didn't want it sort of thing. And it was ... you sort of felt you had to 
find bigger and better things, and it was just easier to stop it. I did it for about 
five years. It was a real challenge 
As indicated above, Hannah often elaborated on aspects ofher mother's narratives. 
This indicated a close familiarity with each recount, and suggested that many of these 
stories were perhaps themselves 'ritual' aspects of Hannah's interactions with her 
mother, Julia, and intrinsic to being to member of this particular family. 
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In addition, Hannah appeared to transport many of the literary qualities of her 
mother's stories- coupled with Hannah's own extensive reading- into narratives she 
produced at school. For example, 
(Excerpt from) School report, Semester 1, 1994. 
Hannah produces interesting, lively and creative stories. She uses a rich vocabulary to 
enhance her work. 
However, the skits in which she excelled at scripting and producing were not 
accorded any explicit academic status by her teachers in relation to conventional 
'school success', although she did seem to accrue social status in the class by means 
of these skits. 
To conclude this section, it is possible to say that Hannah is being apprenticed in her 
primary Discourse to oral narrative telling by means of her access to a group of 
experts in the form of her mother and aunts in particular. Hannah's peers in this 
apprenticeship are her siblings - especially Laura - and her cousins. Hannah's mother 
also provides Hannah with opportunities for guided participation which Hannah takes 
up whenever she elaborates on or shares in the telling of her mother's stories. Hannah 
is also provided with opportunities for participatory appropriation as demonstrated 
by Julia's encouragement of Hannah's own narratives and Julia's willingness to listen 
to them. 
Although Hannah employs her imagination, creativity, and storytelling abilities with 
some recognised success in class - either in terms of written narrative ability or kudos 
accruing from her performances - it is difficult to predict the degree to which these 
narrative capabilities will be recognised and enhanced by school authorities in 
secondary school, where literacy emphases shift to reasoning and objectivity, and 
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report and argument writing (cf, Gilbert 1989b, 1991, 1992; Goodson 1995, pp. 74-
75f6. 
5.4i Interpreting 'being a member of a particular family' 
Unlike the girls studied by McRobbie (1991, 1994), Roman (1992, 1996), and others 
with similar research agendas, Hannah did not openly resist schooling or authority 
(except perhaps to some degree in her skits and self-choreographed dances), was not 
openly interested in boys, did not place her relationships with her friends before 
everything else, and neither did she seem interested in popular youth culture in quite 
the same ways that, for example, Layla or Hannah's classmate Ramona appeared to 
be interested in and coordinated by it. Instead, at the time of observations, Hannah 
seemed to be most interested in her own immediate family and network of relations; 
adding to her various collections of dolls, teddy bears, fairies, Garfield, and The Lion 
King; working on self-initiated craft-projects; and reading. 
In addition, her particular interest in her mother's childhood, her mother's narratives 
about family events and practices, the "olden days", and "living in the country" says 
much, I believe, about some of the values, beliefs, and practices constituting and 
coordinating this family and Hannah's primary Discourse. 
One possible way of interpreting the role of narratives and the motifs of "the olden 
days" and "country life" in Hannah's life is offered by Deborah Schiffiin, who claims, 
'(t)he ability of narrative to verbalize and situate experience as text (both locally and 
globally) provides a resource for the display of self and identity' (1996, p. 167). I 
prefer to expand Schiffiin' s conception of the relationship between narrative and 
identity, however, and claim that narrative plays a significant role in constituting 
76 Two years on, Hannah has now appeared in the chorus of two school musicals, Joseph and his 
Technicolour Dream Coat and Jesus Christ Superstar. Both musicals were practised outside school 
time, and required hours of dedication and practice. Hannah told me she loved every minute. In a 
recent letter (26-1 0-96) Hannah also described how she and her friends had "so much fun" performing 
a Can Can dance during a "multicultural night" organised by her French class to raise money for a trip 
to New Caledonia. 
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identity and self, rather than merely displaying such things (cf, Vilko 1994, p. 273). 
Before discussing Hannah's social identities in more detail, however, it is useful to 
begin with a brief and necessarily circumspect discussion of her mother, Julia. 
Julia, as discussed above (section 5. 4c ), feels alienated from the community in which 
she has lived for over 16 years. She feels duped by the real estate agent who showed 
them homes only in this area because, she believes, their down payment was funded 
under a government housing scheme initiative for first home buyers below a certain 
income threshold (Thursday 1 December, 5:35pm). Julia does not define herself in 
relation to the people she encounters in her neighbourhood or at the school, except 
as contrasting examples: "they're just a different class, you see. No other way to say 
it" (Thursday 1 December, 5:40pm). Accordingly, it could be said that her narratives 
about her childhood and her family then and now, are indeed displays of self and 
identity, or perhaps are reassurances that she is not like the people she sees outside 
her home in terms of class and, therefore, in terms of the family's primary Discourse. 
Perhaps Julia's sentiments, attitudes, and narratives also serve to constitute and 
coordinate aspects of Hannah's social identities so that Hannah, too, defines herself 
primarily in terms of her family relationships and her mother's childhood. In addition, 
Hannah may see the world of her mother's childhood, as conveyed by Julia's 
narratives, as a time and place where everyday life was much more simple than their 
lives at present. Indeed, many of Hannah's comments about life in the country seemed 
idealised and somewhat innocent. Julia's comments on farm animals and Hannah's 
perceptions of them lends credence to this interpretation: "On the farm, which is 
something Hannah doesn't realise, is that we had work animals, not pets! ((laughter))" 
(Thursday, 1 December 5:42pm). 
Similarly, Hannah's interest in the "olden days" is perhaps a hankering after more 
innocent, perhaps more safe and seemingly uncomplicated, times. Again, her mother's 
alienation from their local area may have much to do with Hannah's attitude towards 
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the country and times past in the sense that their present community is not necessarily 
one of Julia's choosing. 
This discussion of Hannah and her everyday social and language practices is by no 
means exhaustive. Nevertheless, it enables a number of interesting insights into some 
of the complexities characterising Hannah's life at present, and contributes further to 
discussions about the effectiveness or otherwise ofD/discourses and event mapping. 
5.4j Summation 
In the course of the present research I have found that interpreting Discourses, as 
discussed previously in relation to Layla, requires both knowledge of and professional 
distance from (a range of) Discourses. To begin with, and in relation to analysing data 
collected about Layla, I experienced a number of difficulties in maintaining what I felt 
to be sufficient critical distance from the data in order to be able to interpret it in ways 
that were communicatively valid and trustworthy. However, in the case of Hannah, 
further interpretive difficulties were encountered in relation to identifying - and 
ktiowing about - possible Discourses constituting and coordinating her social 
identities. Thus at first, Hannah appeared to be a 'limit case' to Gee's conception of 
D/discourses as a theoretical framing for ethnographic case study research. 
For example, and somewhat ironically, her model behaviour in class initially made 
interpretations virtually impossible by dint of difficulties in collecting observations 
about someone who was always on-task, quiet, and well-behaved. Hence, any number 
of claims could have been made about possible Discourse memberships, although such 
claims could be grounded only in hunches. As indicated, it seemed too easy to simply 
assert that she thoroughly complied with nice girl and good student Discourses. 
Indeed, it was impossible for me to tell from my observations whether or not she was 
a full and unquestioning member of these Discourse, or only appeared to be so. This 
dilemma captures an inevitable limitation of taking an ethnographic approach to 
D/discourse research which does not in the main incorporate methods for obtaining 
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insights into sociocognitive practices. Although this is taken up again at more length 
in chapter 6 (section 6.lb ), a brief example makes my point. 
Hannah's self-sufficiency, exemplary behaviour, concern for others, and so forth in 
class certainly matched the social and educational identities promoted by her teachers. 
Nevertheless, after observing Hannah for a few days, I developed a strong hunch that 
matters were far more complex than this initial interpretation suggested. This intuition 
was strengthened when Hannah asked me not to sit with them at lunch-times, as well 
as when she told me about the skits they had performed for their class, and the new 
skits they were currently practising. Nevertheless, these hunches remained 
unsupported, until I revisited the collected data after analysing the three other cases 
involved in this study. 
Indeed, it was only after I had event mapped my :fieldnotes and examined transcripts 
by means of interaction and message unit analyses, that I was able to interpret a 
number of patterns of values, beliefs, practices, discourses, actions, and so forth in the 
data collected about Hannah. Moreover, this mapping work enabled me to see how 
certain tentative claims about Hannah's everyday practices could be supported by 
cross-examined evidence. In many cases, for example, patterns or divergent instances 
of social and language practices, comments, and observations that I had not connected 
or compared during data collection were found to be significant to my interpretations 
(e.g., Julia's comments about her alienation :from the community in which they lived 
juxtaposed with her childhood narratives and Hannah's skits set in the country). In 
Hannah's case, particularly, event mapping and interpretations grounded in 
conceptions of D/discourses helped unravel at least some of the complexities 
constituting Hannah's everyday life, and confirmed for me the potential usefulness of 
this approach to language research. 
Accordingly, Hannah's Discourse memberships appear to be complex indeed. For 
example, Hannah's identity as a 'model' student in class contrasted sharply with the 
images she projected and the identities she enacted in performing the skits she had 
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scripted with VIrginia and the others. These performances also contrasted with those 
produced by the Drama Group, which required a particular 'schooling' of her self and 
body that was different again to the schooling of her self and body in class. 
Furthermore, observations conducted for the present study seemed to capture a period 
in Hannah's life when she was shifting from being a full member ofDiscourses that 
valued childhood innocence and pursuits (e.g., Cabbage Patch Dolls, fairies, letters 
from Santa, Enid Blyton, etc.) - and coordinated by her primary Discourse - towards 
Discourses that seemed to value, among other things, modern music, contemporary 
dancing, certain authors such as R. L. Stein, and fashionable clothes (e.g., particular 
teen girl Discourses, professional theatre Discourses, etc.)77. 
Unlike Layla, as already discussed, Hannah did not mention having a self-
improvement agenda; rather, she talked about becoming "more interested" in certain 
things (e.g., music and dancing), than she had been in others (i.e., "silly things"). 
Perhaps, too, her skits - such as the supermodel one - were ways of negotiating some 
of the tensions accruing between her primary Discourse and her coordination by other 
Discourses that are conceivably more adult-seeming to her. Indeed, Gee's distinction 
between primary and secondary Discourses proved invaluable in interpreting Hannah's 
possible Discourse memberships, coordinations, and social identities. Thus, as with 
the previous three case studies, this distinction provided useful inroads into 
interpreting what at first seemed to be contradictory practices; in Hannah's case, for 
example, an apparent anomaly among her often child-like practices at home, her 
model student behaviour in class, and her exuberant and worldly skits. 
In addition, Hannah did not seem to value friends in the same way that Layla or 
Nicholas did. Her interactive webs of relations, for example, appeared to be grounded 
first and foremost in family interrelationships, and extended variously to include her 
three school friends, her teachers and her other classmates. Indeed, Hannah's 
77 This is not to suggest that her primary Discourse will be abandoned, but that it will become more open 
to questions and negotiations by means of having access to other Discourses. Consequently, her 
primary Discourse is opened to critique, and perhaps changed in some way. Obversely, Hannah's 
primary Discourse may also provide her with ground from which to critique other Discourses. 
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relationships with her three friends and her class, as well as her perceptions of herself 
as a student in this class, are certainly complex and difficult to pin down for analysis. 
For example, when asked to respond in writing to the question: 'At the moment, the 
people I like to be with the most are ... ', Hannah first wrote "friends", then crossed it 
out and wrote "my class, because we muck around and have lots of fun" (personal 
profile response). Hannah's actual enactment of'mucking around' certainly differs to 
Nicholas' conception of such practice; although her classmates certainly did muck 
around, Hannah was never observed doing so during school time. Once again, this 
example signals some of Hannah's complex to-ing and fro-ing among a range of 
(possible, or wished for) social identities and subject positions in her everyday life. 
Finally, the kinds of narratives and performances enacted by Hannah warrant 
additional research, particularly in terms ofhow Hannah - and others like her - employ 
them in their lives beyond schooling. 
The interpretations of Hannah's social and language practices offered here are by no 
means the only interpretations available, nor are they exhaustive. However, for me, 
this case study of Hannah illustrates some of the complexities involved in negotiating 
memberships in a number of Discourses that are not necessarily compatible. In 
addition, this analysis demonstrated for me the usefulness of Green and her research 
associates' data mapping techniques and Gee's theory ofD/discourses in coming to 
understand more fully what at first appeared to be a relatively straightforward case. 
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5.5 EVALUATING THE USEFULNESS OF GEE'S CONCEPTIONS OF 
D/DISCOURSE AS ANALYTIC AND INTERPRETIVE TOOLS, AND 
THE SUFFICIENCY OF THE METHOD OF ANALYSIS DEVELOPED 
TO SHOW RELATIONSHIPS AMONG D/DISCOURSES AND 
EVERYDAY LIVES. 
To recap, Gee's theory ofD/discourses- with some modifications- is one possible 
and potentially fruitful way of theorising co-constitutive relationships among social 
groups, individuals and forms oflife. However, little published research to date has 
explored the interpretive potential of Gee's theory of D/discourses. Thus, in the 
course of the present thesis, I wanted to develop a way of researching D/discourses 
and concomitant interrelationships among the individual and the social in ways that 
were trustworthy and communicatively valid. To reiterate, my focus was not so much 
whether or not D/discourses could be identified in data, but rather, how useful 
conceptions of Discourse and discourse could be in terms of investigating four 
adolescents' language and social practices. 
Consequently, the task at hand is to evaluate the efficacy ofD/discourse distinctions 
and event mapping strategies in analysing participants' social and language practices 
within the present study. In addition, I was interested in using this study to investigate 
relationships among D/discourses, individuals, and configurations of social groups and 
practices in response to claims and assumptions made in the Queensland English 
syllabus about students' language practices and literacy learning needs. Findings 
obtained from these investigations are presented in Part B of this chapter. The overall 
success or otherwise of my research endeavours is evaluated and .discussed in the 
following chapter. 
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5.5a The usefulness - or otherwise - of a theory of 
D/discourses 
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Upon reflection, employing conceptions of D/discourses as interpretive devices 
enabled me to tease apart at least some of the complexities characterising each 
participant's everyday life. Although boundaries among Discourses and their 
constituent sub-Discourses78 must always be provisional in any such research study, 
I found that identifYing and interpreting Discourses also helped to explain some of the 
seeming contradictions and tensions, multiple identities and subject positions, and 
language and social practices enacted in participants' everyday lives. 
However, arriving at satisfYing interpretations ofDiscourses called for a great deal of 
experiential and/or vicarious- but verifiable- knowledge about multiple forms of life 
and what it meant to be a member of each. I soon discovered that insufficient 
knowledge may render a Discourse invisible to a researcher, even when repeated 
patterns of interactions, utterances and actions suggest that some sort of coordination 
by a Discourse is being enacted by and upon a case study participant. Paradoxically, 
and as established earlier, I also found that identifYing and interpreting Discourses 
requires degrees of analytic distance from participants and their forms of life. That is, 
too much (perhaps unconscious) familiarity with a Discourse (or an intersection of 
Discourse coordinations) may also render a Discourse invisible to the researcher. 
For example, I found it relatively easier to interpret Nicholas' and Jacques' Discourse 
memberships, than I did Layla's and Hannah's Discourse memberships. One possible 
explanation is that both male participants' ways of speaking, acting, relating to others, 
dressing, and so forth, were sufficiently alien from my own experiences of being in 
Year 7 for me to identify how these various Discourses, actions and processes 
coalesced in repeated sets of social practices. I did not have, for example, the same 
degree of professional distance from Layla and her ways ofbeing a teenager and of 
78 Which may be wholly confined within the 'parent' Discourse, or may overlap with other Discourses. 
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being a friend as I did from both boys. Indeed, the fine-grained details I recorded 
while observing Layla and nodding in recognition, obfuscated analyses and threatened 
to paralyse interpretations. This is not to suggest that I have ( over)simplified 
interpretations in cases where I have less immediate grasp of their complexity. In 
trying to be a responsible researcher I certainly do not want to settle for answers that 
are too simple or too clearly circumscribed. At times, this requires conscious 
immersion in the data in order to see the complexity of a case. At other times, a 
slightly different tactic is required whereby I need to step back from the data in order 
to build an overall picture of patterns and peculiarities constituting the case. Although 
this is a difficult balancing act at times - and no research study can ever hope to be 
exhaustive and absolute - the range of evidence collected and the communicative 
validity and trustworthiness measures employed in this study support and strengthen 
my claims and interpretations pertaining to all four participants. 
Another possible explanation for some of the interpretive difficulties I encountered in 
the course of this study may be that male patterns of language and social practice lend 
themselves more readily to interpretation in terms of Discourses, whereas female 
patterns of action and interaction may be less readily identified and interpreted by 
means ofDiscourse categories79. For example, Hannah was a model student in class 
and rarely interacted with others during teacher -set work, even when there were 
disruptions. However, to simply describe her as complying fully with the student 
Discourse operating in her classroom and/or a nice girl Discourse seemed an 
insufficient interpretation in light of Hannah's elaborate and extroverted performances 
in a range of other contexts. 
Although Hannah appears to comply with the student sub-Discourse promoted in her 
in class, she is certainly a member of other - potentially conflicting - Discourses. 
79 I did indeed identi.JY quite distinct gender differences among patterns of language and social practices 
enacted or described by the male and female participants. This resonates with a large body of literature 
found at the intersection of language, education and gender studies in particular. See, for example, 
among many others: Davies 1989, 1993; Gilbert & Taylor 1991; Graddol & Swann 1989; Henriques 
et al. 1984; McLaren 1993; McRobbie 1994; Swann 1993; Walkerdine 1981, 1985. 
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Indeed, it may be that these skits and performances enable Hannah to negotiate a 
student identity in class that is not blindly passive or controlled by others. 
Both Jacques and Nicholas were noticeably more physically and verbally active in 
most school and out-of-school contexts than Hannah and Layla at the time of 
observations. This, too, made it easier to identify shifts between events, patterns of 
language and social practices, and even the calibre of their relationships with various 
people. With regard to Layla and Hannah, however, I recorded large stretches of time 
where they appeared outwardly to be simply sitting still, or - in Hannah's case 
particularly - to be working industriously on school tasks. There was little left to 
record after describing the scene and context. Perhaps, in terms of the methodology 
I am aiming to develop, the application of my interpretations ofD/discourse and event 
mapping is skewed towards privileging observable action over other sorts of activity. 
This warrants further investigation in subsequent research. 
At this stage, there is insufficient evidence either way for claiming a particular reason 
for why it was that I found Jacques' and Nicholas' memberships in Discourses easier 
to identify with confidence than I found with Layla and Hannah. Perhaps there are a 
number of dimensions to this finding insofar as some interpretations rely more heavily 
on degrees of distance from the participant (neither too far away nor too near), while 
some interpretations rely more on observable actions for supporting evidence. This, 
too, warrants further investigation and provides yet another interesting avenue to 
follow in subsequent research projects. 
Despite some of the initial interpretive difficulties I encountered, I quickly found that 
analysing data in terms of D/discourses afforded useful and rich insights into the 
everyday lives of these adolescents that were not made available by simply reading 
through the data. Thus, I am convinced that Gee's D/discourse theory obtains 
invaluable insights into complex phenomena, and as such in terms of the present study, 
is extremely useful indeed. This is not to suggest that research into the usefulness of 
this theory is complete; rather, the present study sets an agenda for further 
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investigations into D/ discourse theory at the intersection of research into language, 
education, and social practice. 
The remainder of this discussion is organised around key concepts constituting much 
of Gee's theory of D/discourses. These concepts include: membership, sub-
Discourses, primary and secondary Discourses, apprenticeship, and social networks. 
(i) Membership 
The notion of'membership' in a Discourse sets in place useful criteria for identifying 
social identities and possible differences among Discourses and their coordinations. 
However, during the course of my research I was forced to rethink my conception of 
'membership' in a Discourse which had originally focussed on defining a member in 
terms of values, beliefs, perspectives, ways of speaking and acting, and so forth that 
were shared with other members (see chapter 3, footnote 10). It soon became obvious 
that I also needed to examine possible explanations of how members came to be 
members - and perhaps non-members - of different Discourses at different times. 
Discourse memberships are complex indeed, and some memberships appear to accrue 
by default, particularly those connected with institutionalised Discourses. For 
example, most children in Queensland are recruited as students by the state, and are 
automatically apprenticed to a Discourse that is widely recognised and promoted as 
'being a student'. This does not mean that students will always comply with 
institutionally and culturally scripted Discourses. However, differentiating between 
different types of Discourse memberships helps explain some of the contradictions 
and/or tensions among social identities and sets of language and social practices that 
I observed in the course of my study. Nicholas' complex negotiations among his 
mates' and his teacher's expectations is a case in point. Distinguishing among different 
types of memberships was facilitated by Gee's conception of'sub-Discourses'. 
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(ii) Sub-Discourses 
The 'sub-Discourse' construct proved invaluable in distinguishing between what I saw 
as more institutionalised Discourses and those that are much less bound by traditions 
of social convention, norms, and expectations. For example, I was able to use 
distinctions between Discourses and sub-Discourses to interpret possible social 
identities - such as 'being a student' - in more complex terms than is often the case in 
reported classroom-based sociolinguistic research (e. g., the construction of 'student' 
inMorine-Dershimer 1985). This provided additional insights into the ways teachers 
and students constructed various versions of 'being a student' in their classroom, and 
how these constructions served to coordinate a range of practices. In turn, this 
generated multilayered and complex contexts for interrogating assumptions and claims 
made about students and language learning in the Queensland English syllabus 
(discussed in Part B below). 
(iii) Primary and secondary Discourses 
Distinguishing between primary and secondary Discourses also proved a useful 
strategy in analysing and interpreting collected data. I found, however, that the value 
of the distinction did not lie in allocating various sets of beliefs, values, practices, and 
so forth to one or the other. Such labelling and neatness is impossible and 
unnecessary. Instead, for me, the value of the distinction lay not so much in trying to 
identify the kind of primary Discourse of each participant, but in identifying the 
possible range of secondary Discourses which each participant may have access to 
courtesy of their primary Discourse. 
Accordingly, a person may be predisposed (or not be predisposed) to becoming a full 
or partial member of a Discourse due to a particular range of secondary Discourses 
that have seeped into her primary Discourses. Or, membership in a secondary 
Discourse may occur almost by default due to specific knowledges, practices, beliefs, 
values and so forth that also constitute aspects of a person's primary Discourse. These 
concepts were particularly apt in situations, again such as with Nicholas for example, 
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for proposing possible interpretations of noticeable mismatches between home and 
school language and social practices. 
Admittedly, interpretations ofboundaries and overlaps among participants' primary 
and secondary Discourses are largely speculative and always provisional. 
Nevertheless, these speculative interpretations intersect with, and are supported by, 
a large body of reported studies available at the nexus of education, everyday life, 
discourse, and ethnographic and/or case study research80. In addition, differentiating 
among primary and secondary Discourses helped construct a rich conception of 
'apprenticeship'. 
(iv) Apprenticeship 
Again, the concept of 'apprenticeship' - which applies equally to primary and 
secondary Discourses - can be put to useful interpretive work in terms of explaining 
students' access to secondary Discourses and/or competence in certain practices. For 
example, Jacques' extensive understanding of 'being a worker' and of business 
Discourses was neither innate nor inexplicable. Such understanding was both acquired 
and learned from watching and working with his father and other workers and is 
usefully explained in terms of apprenticeship to particular knowledges and sets of 
practices. 
As analysis progressed, however, Gee's dyadic conception of apprenticeship was 
found to be somewhat limiting when it came to describing processes of acquisition and 
learning in the lives of the four case study participants. Instead, Rogoff's three-
dimensional conception of sociocultural activity, learning, and acquisition proved 
more useful. The mutually constituting components of her conception- apprenticeship 
to a community of practitioners, guided participation, and participatory appropriation 
-enabled more full-bodied interpretations of case study participants' everyday lives. 
It also enabled the identification of possible opportunities for them to access particular 
80 See, for example, among many others: Breen et al. 1994; Cairney et al. 1994; Cook-Gumperz 1993; 
Delgado-Gaitan 1990, 1993; Freebody et al. 1996; Heath 1982, 1983; Heath & McLaughlin 1994; 
Hull & Rose 1994; Lesko 1988; McLaren 1993; Michaels 1986; Moll1992. 
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secondary Discourses both in school and out-of-school. In addition, Rogoff's 
conception of apprenticeship highlights the significance of social networks - or 
interactive webs of relations- in these four adolescents' Discourse memberships and 
coordinations. 
(v) Social networks 
Complex theories become even more so in practice, it seems. For me, one area of 
Gee's conception of Discourses requiring further theoretical attention concerns the 
role of social networks. Gee defines a social network as 'people who associate with 
each other around a common set ofinterests, goals, and activities' (1992b, p. 107). 
However, in the course of analysing data, I found I needed to attend to the ways in 
which these social networks coordinated members and non-members, as well as 
degrees and types of full or partial membership. Accordingly, McRobbie's (1994, p. 
187) conception of 'interactive webs of relations' seemed to more fully capture the 
complexity of Discourse and social group coordinations constituting and sustaining 
the four case study participants. 
These webs of relations extended across Discourses (including opposing Discourses) 
and sub-Discourses, and were variously fleeting or more abiding ( cf, Hinkson 1991). 
For example, Nicholas' demonstrated concern for and association with outsiders 
contrasted with the observed mores of his group of mates81 . For Layla, even more 
than for Nicholas, it seems, relationships within and across Discourses were of 
paramount importance, and appeared to be key factors in shaping her social identity. 
A dynamic and interactive conception of relationships also helps to explain how it is 
that any person can lay claim to - or be claimed by - more than one Discourse 
membership at any time, and how these various memberships are negotiated and 
enacted. 
81 Interestingly, only Nicholas among his mates seemed to be able to - or want to - move freely through 
the various constellations of students in Year 7 and other grade levels. 
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(vi) One final point: Bennett's challenge 
My aim of developing an effective methodology for investigating the usefulness or 
otherwise of Gee's D/discourse theory for research at the nexus of language and 
education was sparked by Adrian Bennett's criticisms of Gee's approach to 
D/discourse analysis (see chapter 3, section 3.4e). To reiterate, Bennett posed two 
methodological problems pertaining to Gee's approach to D/discourse analysis: 
(i) how to evaluate specific interpretations of meaning; and 
(ii) how to evaluate the role or significance of the discourse under analysis 
in the lives of people who produce it. 
I believe I have gone at least some way towards addressing Bennett's first 
methodological problem by building communicative validity and trustworthiness 
procedures into my research design. In addition, I am convinced it is the reader who 
ultimately evaluates a researcher's data interpretations and the soundness of the 
argument they present; it is the researcher's responsibility to provide enough evidence 
to facilitate such evaluation. 
In light of the above, Bennett's call for Gee and other researchers to evaluate the role 
or significance of a Discourse in the lives of the people who produce it is much more 
complex than he appears to assume. That is, Discourses can be evaluated differently 
from a range of perspectives serving different interests. For example, Nicholas' 
mother can be interpreted as judging technological Discourses as having a significant 
role to play in Nicholas' life, whereas his teacher, Mr Lasseter may judge otherwise. 
In addition, a nice girl Discourse seemingly plays a significant role in both Layla' s and 
Hannah's everyday lives, but to ask whether or not they value this Discourse is to miss 
the point of Gee's Discourse theory which is interested in - among other things - how 
people are coordinated by Discourses, and how this affects their opportunities for 
accessing social goods and services. Thus, as already remarked, Bennett's call for 
researchers to evaluate the significance of Discourses for members becomes 
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nonsensical when there is little choice over whether or not one is coordinated and 
engaged co-constitutively by one or more D/discourses. 
In conclusion, with these provisos and additions in place, I found Gee's conception 
of D/discourses- with certain modifications- both very useful and illuminating in 
interpreting the everyday social and language practices of four adolescents. 
5.5b The usefulness - or otherwise - of mapping data 
Data collected in the course of this study were mapped in multiple ways (e.g., event 
maps through to message unit mapping) and further interpreted by means of 
D/discourse analysis. Data were also collected from a range of contexts and by means 
of a variety of tools and techniques. This enabled me to weave together threads of 
evidence from multiple sources in support or disconfirmation of claims and 
interpretations I made about relationships among the individual and the social in the 
present study82. This also enabled me to examine participants' language and social 
practices on a moment-by-moment contextualised basis, as well as over time and 
across contexts. 
Mapping strategies, derived originally from Judith Green's research work (e. g., 1977) 
and the subsequent research work of Green and her associates, give added dimension 
to data analysis and reporting as they require each reported event, utterance, or 
message unit to be contextualised by means of identifying location, time, date, place 
in the sequence of observations, participants, and so forth. Thus, within the present 
study, these mapping strategies proved invaluable in identifying patterns of- or 
divergences in - practices across time and contexts, and consequently in signposting 
Discourse memberships and/or coordinations. Employing event mapping strategies 
enabled me to investigate language and social practices in dialogic ways, and to 
identify patterns of practices - and accompanying tensions and consonances - across 
82 Claims and interpretations that could not be supported in such ways were abandoned. This is yet 
another hidden aspect of research and reporting. 
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events and contexts. This effectively provided substantiating evidence for my 
interpretive claims. 
Although this approach to analysing and interpreting data was not the only one 
available, it certainly provided complex and invaluable insights into these four 
students' everyday lives. Consequently, these 'telling cases' can be used to interrogate 
claims made in the recent English syllabus pertaining to language being a powerful 
cultural and social instrument, and its aim of developing students' abilities 'to 
compose and comprehend spoken and written English fluently, appropriately, 
effectively and critically, for a wide range of social and personal purposes' (DEQ 
1994a, p. iii). 
This brings Part A to a close, and sets the stage for Part B. 
PARTB 
5.6 CROSS-CASE ANALYSIS: PREAMBLE 
This section comprises a cross-case analysis of the four adolescents participating in 
this study. In the present case, this cross-case analysis does not aim at collapsing the 
complexities and imbrications of the preceding interpretations (i.e., Part A), nor does 
it aim at generalising interpretations to all adolescents everywhere. Rather, the 
purpose ofthis section is to address the initial research question posed in the second 
chapter: 
What language and social purposes and practices are enacted in the 
everyday lives of four adolescents living in Brisbane? 
In doing so, the subsidiary questions identified in Chapter 2 (section 2.8) are also 
addressed in relation to these adolescents. These include: 
1. 
2. 
3. 
4. 
• 
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What are these four adolescents' language practices in a wide range of 
everyday settings? 
• What are their teachers' current understandings of these adolescents' 
• 
• 
• 
everyday lives and their language practices? 
What social purposes are addressed in these four students' primary school 
language and literacy learning experiences? 
Do these four students' purposes for using language match those assumed 
or encouraged by their teachers? and those assumed within the English 
syllabus? 
Who, among these four students, is able to use language as a 'powerful 
cultural and social instrument', and by whom or by what means is this 
made available, for what purposes, and to do what? 
• What is the nature of the match - or otherwise - among the English 
syllabus, observed classroom language and literacy practices, and these 
four primary school students' everyday lives? 
Each set of questions will be dealt with in turn in the remainder of this chapter. 
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5.6a What are these four adolescents' language practices in 
a wide range of everyday settings? and 
What are their teachers' current understandings of 
these adolescents' everyday lives and their language 
practices? 
There is a short and a long response to questions pertaining to these four adolescents' 
range of language practices and understandings, and their teachers' understandings 
of this range. First, in short, the adolescents who participated in this study collectively 
enacted a highly diverse array of language practices in their everyday lives. These 
practices traversed a broad range of contexts, identities/subjectivities, and purposes; 
from impromptu drama or singing performances, to teacher-controlled drama 
performances, cryptic on-court language of lunchtime basketball, letters to penpals 
and relations, technical terms associated with learning to play the piano, ways of 
speaking and reading in church, through to ways of speaking, viewing, and writing 
while engaging with various electronic technologies. This range was far from 
seamless; indeed, the complexities of observed social and language practices 
suggested that all four participants laid claim to - or were claimed by - a plethora of 
often competing D/discourses. 
Their teachers, however, while professing a general knowledge of primary school 
students' out-of-school lives, were inevitably more vague about specific social 
practices - and attendant language uses - in the everyday lives of Nicholas, Layla, 
Jacques, and Hannah. For example, Mr Lasseter, Nicholas's teacher explains: 
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(Thursday 20 October 1994, 12:45pm. Day 10 of observations) 
EVENT: TEACHER INTERVIEW 2 (utterance 07 4) 
SUB-EVENT: Discussing Nicholas' language uses in school and out-of-school 
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Mr Lasseter I'm not aware of any outside activity really. He might've said something, but I 
can't recall. I know he delivers the newspaper, I know he plays basketball. 
He loves going out with his mates. I know he says he goes to the movies 
sometimes. 
Although Mr Lasseter is able to identifY a number of Nicholas' out-of-school 
activities, none of them appeared to inform language and literacy tasks encountered 
in this classroom, and school purposes for completing teacher-set language tasks 
prevailed. Of course, it is impossible for any teacher to address every students' out-
of-school interests or pursuits. Indeed, my aim is not to privilege only student-selected 
texts and purposes in classrooms. To suggest such a neo-Summerhill curriculum 
would be naive and irresponsible. Nevertheless, I am convinced that effective 
approaches to language education begin with experiences and practices familiar to 
students before introducing more abstract concepts pertaining to language practices83 . 
Accordingly, the longer response to the two questions listed above includes a 
discussion of possible implications that a lack of teacher awareness of students' out-
of-school lives might hold for classroom practices and language learning 
opportunities. Analyses of observed classroom language lessons and interviews with 
the five teachers directly involved in my study84 suggest that at least four of them 
focus primarily on written texts and attempt to extrapolate textual features or generic 
structures to social purposes85 . In one sense, this is in keeping with the Discourse of 
genre theory and pedagogy dominating Queensland language and literacy education 
at the moment. 
83 A similar position is promoted by, among others: Heath 1983; Heath & McLaughlin 1994; Moll 1992. 
84 Both teachers in Hannah's double classroom are included in subsequent discussions. 
85 Layla's teacher, Mr Wills, is the exception here. He was observed working with oral conversation 
genres and linguistic features (see snapshot 2, section 5.3f). 
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As one example among many others, Ms Bryant, Jacques' teacher, had her class 
analyse the similarities and differences between two cultures as outlined in a text 
photocopied from a textbook (see snapshot 1, section 5.2a; also, appendices 5.1a & 
b). While some students may have grasped the purpose of learning certain 'higher 
order thinking skills' (Turner 1991), this did not appear to be the case for Jacques. 
Indeed, he seemed unable - or unwilling - to extrapolate the compare and contrast 
strategies he was expected to learn in the course of one lesson even to the next. Thus, 
for Jacques, the 'compare and contrast' lesson appeared to hold little meaning. 
However, out of school, he was able to construct effective oral texts in a meaningful 
context and for a particular purpose using compare and contrast strategies. 
In my opinion, much ofthis disjunction between Jacques' school and out-of-school 
literacy practices is perhaps a result of his teacher grounding the lesson in school and 
textual purposes, rather than in- for Jacques - more meaningful reasons and goals that 
can be found in the 'real world'. This is not to make his teacher solely responsible for 
this disjunction; indeed, teachers in Queensland primary schools are also constituted 
by institutional Discourses pertaining to education, their social roles as educators, and 
the ways of 'being a student' they are expected to promote. Inadequate inservicing in 
the relatively new Queensland syllabus, state mandated programs that are strangely 
at odds with this syllabus86, and a general lack of time for professional development 
and reflective practices, exacerbate the demands being placed on teachers during the 
course of each school day. This has far-reaching implications for professional 
development provisions in terms of teachers coming to understand the theoretical 
underpinnings of the syllabus and subsequent opportunities for maximising classroom 
86 For example: the Year 2 Diagnostic Net, the Year 6 Test, and Reading Recovery and Support-a-
Reader programs, have been mandated for schools by the Queensland State government. These 
programs and tests are designed to either 'catch' students with literacy problems (as defmed by the 
tests) or address these problems through intensive and specialised remedial programs. Briefly, this 
set of diagnostic tools and remedial approaches is grounded in practices that appear to value code-
breaking rather than more complex literacy understandings and capabilities (e.g., these tests and 
programs emphasise: accuracy in reading aloud, letter identification, single word recognition and 
production, etc.). This is at odds with the language-in-use emphasis in the Queensland English 
syllabus. 
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language learning experiences. Unfortunately, limited funding or release time from 
class is made available for such activities. 
Indeed, time-pressed teachers are often forced to take short cuts in the language and 
literacy learning process, such as the one demonstrated by Ms Bryant when she used 
another proforma to teach her students how to write an argumentative essay. This 
proforma provided students with a step-by-step structure for writing their essay, 
which included: stating their position, describing three reasons for this position, then 
concluding by restating their thesis. Ms Bryant talked students through an example she 
had written onto an overhead transparency, then set them to work individually to 
produce their own essays on a topic she had chosen. The proforma itself had come 
from a book Ms Bryant had borrowed from another teacher. For Ms Bryant, this book 
was a "God send". She knew students needed to be able to write argumentative essays 
for highschool, but she wasn't sure - in this first year of teaching Year 7 - how best 
to go about it and this proforma seemed a quick, straightforward approach. 
Thus, for many students, language learning opportunities at school often become only 
code-breaking or 'doing school' tasks (cf, Freebody 1992; Luke 1993a). Nicholas, 
for example, seems to think that in Mr Lasseter's class all he has to do is crack the 
task code (whether it be genre or content related, etc.), and he is virtually guaranteed 
success. This is exemplified in Nicholas's attempt to use only the resource book from 
which Mr Lasseter drew the assessment criteria for the Government project set as a 
class assignment (Nicholas's code-breaking approach, however, is thwarted by his 
mother. See section S.le above). For Hannah, language lesson purposes seem to be 
interpreted generally in terms of 'doing school' rather than in connection with social 
practices. For example, the reason she gave for completing a worksheet that required 
her to punctuate a passage was: "It was part of [my teacher's] assessment" (interview 
4: utterance 014). 
Even in classrooms rich in 'life-like' language experiences, such as Layla's, not all 
students appeared to make connections between class language work and language 
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practices outside school settings. When Layla was asked about the possible out-of-
school uses for the wide range of genres to which she was introduced explicitly and · 
given opportunities to practise in class, she only identified letter writing as being of 
any use outside school. 
This failure to connect with students and their language and social practices out-of-
school was a risk identified earlier in relation to the theoretical and practical 
construction of 'social purpose' in the syllabus and its supporting documents (see 
chapter 2, section 2.6). These documents emphasise the need to address the varied 
cultural and social backgrounds of students in language education, and remind 
teachers to draw explicitly on students' prior knowledge and experiences. However, 
the set of genres listed in these syllabus documents and expected to be taught in 
primary schools does not represent wide cultural diversity nor the existing (not to 
mention future) range oflanguage practices and expertise ofNicholas, Layla, Jacques, 
and Hannah (see appendix 2.1). It could be argued that teachers who follow the 
English syllabus to the letter are providing many students with explicitly taught genres 
to which they might not otherwise have access. Such reasoning is inadequate and 
difficult to justify, however, if it is not coupled- at the very least- with rich meta-level 
understandings of the social practices which produce the text or genre, and/or a meta-
language for talking about and investigating language use. 
Comment 
As with syllabus documents, it is easy to criticise teachers. Thus, comments made 
about these five teachers who gave so generously of their time are intended only as 
'telling cases' which must be contextualised within the current language and literacy 
education situation in Queensland. This situation is characterised by the Queensland 
government reneging on promised funding for English syllabus implementation 
inservicing programs, increased teacher accountability in terms of validating and 
reporting student learning outcomes, a swatch of new syllabi being implemented at 
present (e.g., Social Studies, Media, etc.), and the introduction of the Year 2 
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Diagnostic Net and the Year 6 Test, to name only a few factors that currently impinge 
on teachers and effective classroom practices. 
Indeed, I was forced to rethink my own role as a teacher - and as a teacher educator -
in the process of observing classroom practices from a student's perspective, rather 
than from a teacher's perspective to which I am most accustomed. I was able to see 
first-hand how the normative role of schooling, the boundaries established by the 
institution, and how students' own social agendas impinged on learning opportunities. 
As a classroom teacher, deeply involved in classroom life as a member rather than 
primarily as an observer, these things had been much less visible to me. For example, 
I observed that time-tabled interruptions for specialist lessons (e.g., choir, physical 
education, foreign language learning, library), incidental interruptions (e.g., school 
photographs, visiting principals, rehearsals, intercom messages), other demands on 
teachers' time (e.g., assessing and reporting student progress, speaking with guidance 
officers, participating in school curriculum development), and students engaging in 
various activities seemingly unrelated to the task at hand (e.g., note passing, throwing 
bits of rubber, daydreaming, etc.) siphoned off the bulk of actual learning time. 
The teachers themselves spoke of the difficulties in finding time to plan and implement 
the kinds oflessons they would have preferred to teach. In some cases they saw their 
approach to teaching inhibited by a class of students they saw as requiring more 
structured lessons and content (or information) based teaching than they would 
otherwise like to teach. Although there are many constraints presently operating on 
primary classroom teachers in Queensland, the ongoing work of researchers and 
educators such as Judith Green and Beth Yeager (1995), Shirley Brice Heath (1983; 
& Mangiola 1991; & McLaughlin 1994), Luis Moll (1992), David Buckingham and 
Julian Sefton-Green (1994), Marceline Torres (1997), Kit Thomas and Janet Maybin 
(1997), Chris Searle (1993), and Catherine Wallace (1992) to name only a few, 
suggests that exemplary classroom-based language and literacy education need not be 
an unmanageably complex affair requiring large investments of time and a costly 
collection of resources. 
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Indeed, the strategies employed by eductators like those listed above are often 
elegantly simple, and emphasise purposeful and meaningful language and literacy 
experiences. These strategies include, for example, having students pose a question 
about language or about a social practice that then becomes the focus of investigation 
(e.g., how to clean up a local beach or park, how to promote a sense of community 
in their local area, how to teach parents to be responsible drivers, etc.); devising pre-
reading (or writing, or viewing, etc.), while-reading, and post-reading activities that 
encourage peers to reflect on their language and social practices and develop a 
language for talking about language; providing students with opportunities for 
developing their own strategies for analysing contexts and language practices (e.g., 
producing a class handbook that explains shared terms and meanings, practices, and 
expectations pertaining to a particular class). 
In light of my research outcomes, I am convinced that such approaches to language 
and literacy pedagogy hold much potential for meeting at least some of the ideals of 
the Queensland English syllabus more fully than many of the teaching strategies 
recommended in the supporting documents87. However, there remains a risk that such 
practices become just another way of 'doing school', particularly if teachers 
themselves are not equipped with sound and workable theories of language as a social 
practice. This has significant implications for teacher education and is discussed in 
chapter 6 (section 6.3c). 
87 For example, the syllabus recommends that when teaching genres, teachers should provide students 
with models of each text-type, demonstrate explicitly how to produce the text, jointly construct another 
text with the students, provide students with opportunities to practise writing this text with some 
guidance from the teacher, and then write ultimately on their own. Although there are elements within 
this process that are sound, it all too easily becomes a mechanised and meaningless process. 
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5.6b What social purposes seem to be promoted in these four 
students' primary school language and literacy 
learning experiences? 
The purposes for teaching particular texts and textual features identified by the five 
teachers directly involved in this study encapsulate the four broad categories of 
language curriculum theories or approaches Peter Freebody (1993) identifies as 
influencing Australian language and literacy education. These include: skills, growth, 
cultural heritage, and social-critical approaches to language education88 . For example, 
three participating teachers seemed to rely almost exclusively on skills-based models 
of pedagogy for teaching genres or textual features, whereby students were regularly 
provided with grammar worksheets and genre proformas which they were then to 
complete in the course of a lesson (see appendix 5 .1 b). 
In addition, a limited means-ends rationalisation was often given for the content of 
some language lessons. For example, 
Some things I teach because I know they're going to get it in high school. And I think 
sometimes I do it because I know that they have to get it there, and then from there they 
go on to university, or to wherever. I know some things that I teach here, you know, they 
may not need at all in when they're out working. 
One participating teacher, when challenged by a student about the purpose of learning 
how to write argumentative essays (Student: "Why do we need to do this, and what 
do we need it for?''), explained it in terms of high school assessment and writing 
occupations. However, no matter how well meaning such explanations, such 
responses from teachers suggest a limited understanding of language as a social 
practice. Indeed, the general effect ofusing high school as a rationale for language 
88 As previously discussed, these approaches also resonate with the theoretical and pedagogical 
orientations of the Queensland English syllabus documents. See chapter 2 (section 2.5a). 
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lesson content promotes a notion of school-produced texts as ends in themselves, 
rather than as connected to social practices outside schooL 
Another of these three teachers also explained that learning about myths was an 
important part oflearning how to write in a different genre and of understanding how 
the Greeks used myths to explain the world (interview 2: utterance 031 ). This 
teacher's comments resonate with the cultural heritage objectives of the Queensland 
English syllabus and the national language and literacy policy. He also aligned himself 
with genre approaches to language teaching, but organised the observed lessons 
around a commercially available kit of resources on Greek myths. This was in a school 
regarded as disadvantaged in terms of the school community's general working class 
and underclass socioeconomic status. Although learning about myths and mastering 
the genre will prove helpful for many of these students in certain high school classes, 
there appeared to be few opportunities for students to move beyond the structured 
tasks provided in the kit or by the teacher (e.g., find-a-word puzzles, punctuation 
exercises, writing their own Greek myth). It is difficult to reconcile such tasks with, 
for example, the teacher's goal that each student develops an appreciation of ancient 
Greek culture and its impact on modern societies. Despite wanting to equip his 
students with 'survival' English capabilities, there seems little in this unit of work that 
would enable these students to compete effectively in a fast-shrinking employment 
market post-school (usually from 15 years of age for many ofthem). 
From my perspective, at least one teacher involved in this study seemed more closely 
aligned with social approaches to language and literacy. This teacher claimed to 
purposefully avoid an overtly academic imbalance in the language learning experiences 
he orchestrated for his students. He reasoned that not all students in this class would 
be going on to higher education and it was his duty to equip them with a range of 
understandings about how language works in life outside school. He repeatedly drew 
attention to the role of context and purpose in constructing effective oral, written and 
visual texts, and encouraged students to experiment with a range of genres. 
Interestingly, this teacher confessed to a limited familiarity with the syllabus 
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documents, claiming that he had looked at the final version for the first time just prior 
to his first interview with me. Nevertheless, his classroom practices were, in the main, 
consonant with many of the ideals of the English syllabus. I have a strong hunch that 
this teacher has an extensive meta-level understanding of language and social 
practices, and is able to bring this to bear on classroom language and literacy 
experiences. Once again, if my hunch is well-founded- and I believe it is- this has 
significant implications for teacher education and is explored briefly in chapter 6 
(section 6.3c) 
Turning to the four participants, it seems that on the whole - apart from Layla - they 
mostly associated language and literacy learning in their classrooms with instrumental 
goals or teacher purposes. For example, Nicholas offered a critique of skill-based 
grammar education that demonstrated meta-level understanding of the seeming ends-
means rationalisation of some of the language learning experiences in his classroom 
(see section 5.1a above). Jacques, as another example, claimed that school prevented 
people from becoming duds, which can be interpreted in both an academic sense and 
in a social sense. Perhaps Jacques recognises in some ways the normative role schools 
play in producing particular kinds of people, which, for him and doubtless many 
others, has very little to do with his own purposes and everything to do with school 
(and other institutional) purposes. Layla appreciated developing letter writing skills 
at school which she put to good use in maintaining relationships with her various 
penfriends (including me, long after data collection had finished), but regarded most 
other language practices in class as relating only to school purposes. For Hannah, 
language work at school was often an end in itself For example, when asked about 
a writing conference she had with one of her teachers, Hannah observed: "I like 
getting my stuff checked, because then your good copy has no mistakes" (interview 
4: utterance 032). 
Comment 
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Within the syllabus documents, as already identified, social purposes are represented 
generally as fixed and tied to the text, rather than to social practices. For example, the 
social purpose of a personal recount is identified as: 'to retell events in a sequence; 
can also include to inform and to entertain' (DEQ 1994c, p. 23). Such goals or 
outcomes may or may not have bearing on students' lives outside school; indeed, 
mastering the ability to retell events in a (usually chronological) sequence will conflict 
with, for example, Aboriginal and Torres Strait Islanders' ways of recounting personal 
experiences (cf, Kress 1985; Walton 1992). 
As previously discussed (see chapter 2, section 2.5), many of the recommended 
approaches to texts (rather than language use) documented in the Queensland English 
syllabus materials seem to be based on assumptions of consensus about the purposes 
of these texts and, as a result, promote an over-simplified conception of texts as direct 
means to (school) desired ends. This belies the claims of a dynamic conception of 
social purposes posited in the syllabus itself, and promoted in recent theoretical work 
at the intersection of education and language research ( cf, Lemke 1995b ). 
In addition, although Hannah's mastery of spoken and written narrative genres stands 
her in good stead at primary school, it remains to be seen whether she is able to 
master writing non-narrative texts in ways that equal or surpass, say, Nicholas' 
understanding and production of such texts (e.g., report, explanation, argument, etc.). 
It is well recognised that it is the latter kind of text types that are usually most valued 
in secondary and higher education (cf, Martin 1985, pp. 4-5, 1993; Poynton 1985 p. 
36). Nicholas has both acquired and learned how to write successful expositions and 
arguments, and has had a longer period of time to practise writing them than has 
Hannah. Although only speculating, I believe that such differences often go unnoticed 
in primary classrooms to the disadvantage of those with less opportunity for practising 
language and literacy skills and processes, and for developing meta-level 
understanding language and social practices and their interrelationship ( cf, F reebody 
et al. 1996). 
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Indeed, where social purposes are concerned, the syllabus appears to promote a 
cultural illusion. That is, its goal of developing students' language and literacy 
capabilities for a 'wide range of social and personal purposes' (DEQ 1994b, p. iii) is 
contradicted by the conservatively taught, largely white, middle class and adult kinds 
oftext-types the syllabus proposes students master (see appendix 2.1). This illusion 
operates largely in the social spaces between the syllabus claim that language is a 
powerful social and cultural instrument and the institutional practices that distribute 
power along lines of social and language practices, rather than at the level of texts (as 
the syllabus appears to promise)89. Once again, there are important implications here 
for future inservicing programs and teacher education. These are discussed in chapter 
6 (sections 6.2b and 6.2c respectively). 
5.6c Do these four students' purposes for using language match 
those assumed or encouraged by their teachers? and those 
assumed within the English syllabus? 
All five teachers involved in this study agreed independently that students' language 
uses have changed over the past decade or so. Each teacher was quick to point out 
what they saw as the cryptic and often agressive language young people used when 
playing electronic games. In addition, two of the teachers commented on students' 
familiar way of speaking to teachers and other adults. This contrasted with these 
teachers' own experiences of growing up whereby to speak as an equal to a nun or 
a teacher would bring severe punishment. 
Others described how most of their students hardly ever read novels at home, and 
seemed more interested in magazines, comics, and television. Indeed, some of these 
teachers even described themselves as having to compete with the pace and garishness 
of television and the seductiveness of computers in catching and maintaining students' 
interest. For example, 
89 See Wayne O'Neill's illuminating and far from outdated discussions on the promotion of 'improper 
literacy' in schools (1970). 
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(Wednesday 17 November 1994, 4:20pm. Day 9 of observations) 
EVENT: TEACHER INTERVIEW 2 
SUB-EVENT: Discussing classroom practices (utterances 287-289) 
Teacher 
Michele 
Teacher 
So I think [the classroom] can be far more interesting. But perhaps it has to 
be like that to keep up with all the other stimuluses that they have 
With all the other .. ? 
Like, you know TV. And like, their lives are fast. These kids lead fast lives, so 
teachers have to make everything ... more exciting and interesting 
However, most of these five teachers view current language and social changes as 
detrimental and work variously at getting their students to speak politely to adults and 
to each other, to write neatly, to speak slang only outside the classroom, and so forth. 
Indeed, within these classrooms there appears to be little room for new, emerging, or 
blurred genres that may be valued in society already, or are likely to be valued in the 
future (cf., Freebody 1993, p. 117; Lemke 1993, 1995b). 
In addition, these five teachers agreed with the principles of genre theory and 
emphasised explicit modelling of generic structures and direct teaching of text features 
in their classrooms. However, their energies appeared to be directed in the main 
towards students mastering academic genres (i.e., conventional narrative forms, 
expositions, argumentative essays, information reports, and so forth.). Thus, despite 
teachers' efforts to equip their students with processes for constructing academic 
texts, many of the observed lessons appeared to focus on the content of the task - at 
least from the four students' points of view- rather than on the language processes 
being developed and their interrelationships with social practices. For example, 
Jacques claimed that the aim ofthe 'compare and contrast' lesson described briefly 
above (section 5.2a) was to learn more about Balinese and Australian customs, and 
not about developing a strategy for doing analytic work. Other lessons involved 
students in being handed a proforma for extrapolating the main ideas from an 
information text. This exercise was completed collaboratively by the entire class and 
then again - using another text - on an individual basis. When asked, these students 
identified "completing the sheet" as the purpose of the lesson, rather than learning 
about key words and topic sentences as the teacher had intended. 
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Comment 
Time constraints and pressures on teachers to produce students who are able to write 
narratives, reports, arguments, expositions and the like by the time they reach 
secondary school (cf., DEQ 1994a, p. 28-9; also appendix 2.1) encourage 
transmission models of teaching that focus on content knowledge or promote 'quick 
fix' approaches to learning (e.g., filling in generic structure proformas). In present 
times, however, knowledge is no longer the sole preserve mainly of schools and 
universities, and increasingly, what 'counts' as knowledge is decided outside of them 
(cf., Aronowitz& DiFazio 1994, pp. 71-73). Indeed, even allowing for his economic 
agenda, Reich's (1992) predictions concerning the role of symbolic analysts in 
workplaces in the next millennium suggest that current students need to be taught 
much more than merely content and how to write or construct arguments by simply 
'filling in the blanks'. This re-emphasises problems inherent in insulating classroom 
language and literacy learning from real world practices (cf, Cummins & Sayers 
1995) and is discussed in more detail in the following section (see section 5.6d). 
As previously mentioned, when teachers focus intentionally or unintentionally on 
school purposes in language lessons and other language-related experiences they may 
ultimately disadvantage students. Unfortunately, however, there is no easy answer to 
this dilemma. 'Powerful Discourses' cannot be packaged and taught to students, and 
apprenticeships (in Rogoff's sense) to such Discourses are logistically difficult in 
Queensland primary schools as presently configured and resourced. Perhaps one way 
of beginning to address this dilemma involves teaching students methods for 
investigating and critiquing aspects of powerful Discourses in ways that are 
meaningful and purposeful to students 90 . 
90 See, for example, among many others: Buckingham & Sefton-Green 1994; Janks & Ivanic 1992; 
Searle 1993; Shuman 1993; Wallace 1992. 
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For example, Mark Taylor and Esa Sarinnen (1994, Interstanding 1091) claim schools 
need to teach dynamic and interactive ways of understanding a range of social 
phenomena, rather than chunks of knowledge to be ingested across 10 to 12 years of 
schooling92. This resonates with Reich's (1992) prediction regarding the seminal role 
symbolic analysts will play in the world of work in the next millennium. Other 
educators interested in challenging mainstream social practices and language 
pedagogy involve young people in projects that require them to explore their own 
immediate community and everday practices, reflect on and promote a range of social 
identities by means of constructing internet pages (e.g., Growwl, Dark Voices), design 
and publish an array of alternative guides to inner Brisbane, and produce and perform 
dramatic, narrative works, among other activities that explore issues and practices 
identified by the young people involved as being important to them (cf, Stevenson 
1994). These projects simultaneously develop meta-level understandings of social and 
language practices and enhance these young people's language and literacy 
capabilities. 
Accordingly, I am convinced that policy writers and teachers in the language 
education arena cannot afford to tum a blind or only partial eye towards the 
significant social, institutional, and economic changes already accruing in a decade 
characterised by electronic technologies, information proliferation, and wide-ranging 
communication networks. 
Technology is not the only arena of significant social and economic change in present 
times. Its impact, however, is becoming increasingly obvious and inescapable and, as 
such, warrants close attention. Nicholas' parents are well aware of changing times and 
language uses, and are equipping their children with hardware, software, and 
91 Taylor and Saarinen's book Imago fogies (1994) is not numbered conventionally from the first page 
to the last. Instead, their book is divided into numerous sections (e.g., 'Telewriting', 'Interstanding', 
'Netropolis', etc.), and each section begins with 'page 1'. 
92 Taylor and Saarinen actually use the term inters tanding to emphasise this dynamism and the 
interrelationship among understanding and interactions with others and the world. 
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'wetware'93 that are valued already in the present, and will be even more so in the 
future94. 
Perhaps one answer lies in developing teaching and learning strategies that blur the 
boundaries between school and life outside school (see section 5.6.2 above). 
Following Taylor and Saarinen's lead (1994: Net Effects 8), I suggest language and 
literacy teaching approaches need to be developed that equip students with strategies 
for distinguishing between contextually useful and useless - or even dangerous -
information, and with the ability to tum knowing into understanding. Such strategies 
may even require at different times a reconfiguring of student-teacher roles, where 
teachers take on genuine roles as learners and students are the experts. For example, 
students' understanding and mastery of technology is outstripping that of many of 
their teachers, and offers purposeful opportunities for students to analyse computer 
activities or programs into their component parts in order to teach others how to 
complete a task successfully (cf, Papert 1993, pp. 35-56). 
Once agam, however, I am not suggesting that such teaching approaches and 
relationships will prove to be easily-implemented magic cure-ails, or that students will 
necessarily want to engage in these kinds of learning opportunities. Nevertheless, I 
believe that investigating successful learning and teaching collaborations in relation 
to technology and language education is an area worthy of further research and 
collaborative work between language education researchers, classroom teachers, and 
students. 
93 That is, the cognitive strategies and social practices for effectively using technology and associated 
technologicalliteracies for achieving a range of purposes ( cf., Yukawa 1992, p. 280) 
94 A recent letter from Debra, Nicholas' mother, underscores my interpretations and speculations. In her 
letter, Debra describes how the family now has an internet connection. She writes: "This has been 
invaluable socially and educationally. We use it all the time to research for school and uni projects, 
to e-mail friends and fellow work mates, to 'talk on the IRC' (Joshua, Nicholas and Jacinta all have 
'friends' overseas, especially the USA) and just to have fun. This makes me painfully aware of how 
far 'behind' most of our schools are with computer literacy and technology. Even at the school where 
I teach, where we have one internet connection, and 25 well-equipped computers, I fear the methods 
I use are painfully outdated, compared to what the technology could provide" ( 17 August, 1996). 
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5.6d Who, among these four students and their teachers, is 
able to use language as a 'powerful cultural and social 
instrument', and by whom or by what means is this 
made available, for what purposes, and to do what? 
and What is the nature of the match - or otherwise -
among the English syllabus, observed classroom 
language and literacy practices, and these four primary 
school students' everyday lives? 
Again, there is at least one short answer and one longer answer available in response 
to the questions listed above. In short, it is virtually impossible within this study to 
answer the question regarding who gets to use language as a powerful cultural and 
social instrument without considering the complex and dynamic relationships existing 
among social groups, social institutions, and Discourses. It is also impossible, given 
the generalised use of 'powerful' in the Queensland English syllabus documents, to 
identify the configurations of cultural and social practices and contexts to which the 
syllabus is directing its claims. That is, language cannot always be a 'powerful cultural 
and social instrument' for all people all of the time, and 'power' - in terms of roles and 
relationships - often needs to be negotiated and renegotiated in each interaction. 
For example, Nicholas can be said to use language powerfully when interacting with 
the boys in his class; he is able to noticeably control or shape their actions and 
language uses. Both Nicholas and Stuart are involved directly - whether consciously 
or unconsciously - in deciding what counts as being an insider in a particular group 
of boys. This kind of 'personal power', however, does not necessarily extend beyond 
the mateship Discourse as evinced, for example, by some female classmates' 'power' 
to control his actions in class by refusing to help him with his maths until he speaks 
nicely to them. 
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As another example, Nicholas is well on his way to mastering aspects of technological 
D/discourses that are regarded as (potentially) 'powerful' at present in Australia and 
elsewhere. However, employing this burgeoning D/discourse mastery in class is 
curtailed by his teacher and the D/discourse is made 'unpowerful' in this particular 
classroom. Accordingly, claims regarding 'powerful uses oflanguage' and suggested 
teaching practices in the Queensland English syllabus need to be made more complex, 
or they will become yet another cultural illusion that offers false hopes for many 
students (and their teachers and parents). 
Turning to the longer answer, which addresses both questions listed above, the match 
between the Queensland English syllabus and these four adolescents' lives has been 
discussed incidentally in preceding sections (i.e., sections 5. 6. 1 to 5. 6. 3). The present 
study suggests there is potential within this English syllabus, at least at a theoretical 
level, for dynamic conceptions oflanguage as social practice and as directly implicated 
in social group membership (cf, Freebody 1993, p. 119). However, this remains 
largely unrealised within syllabus-suggested teaching approaches and content, and 
within the majority of classroom practices observed during the course of the present 
research. 
Even though the findings of the present study are limited to only four cases, they 
challenge the claim championed in the Australian language and literacy policy, that 
(t)here is a strong and well-documented link between low levels of 
literacy or English language competence and high levels of unemployment 
and other forms of social disadvantage (Dawkins 1991b, p. 1). 
Indeed, in light of my findings, I propose that teachers' who follow the syllabus to the 
letter in classrooms without at least some understanding of language as a social 
practice will not guarantee future economic and social well-being for students. The 
cases ofNicholas and Jacques, for example, can be used to critique these claimed and 
causally-related links. Indeed, the benefits accruing for Jacques now and in the future 
might derive primarily from working with his father, more so than from his learning 
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experiences at school. Jacques' entrepreneurial skills and understanding, acquired 
through access to expert performances in a business Discourse, could never have been 
acquired at primary school as it is presently configured. Yet it is unlikely that Jacques, 
despite his failure at primary school, will experience 'high levels of unemployment and 
other forms of social disadvantage' (ibid.). Access to social goods and services is 
much more complex than the Australian national language and literacy policy - and 
the Queensland English syllabus - would have people believe. 
Nicholas, on the other hand, might be disadvantaged by not having access to language 
and literacy learning opportunities that extend or enhance his existing capabilities. In 
his case, however, his parents have the wherewithal to compensate for gaps between 
schooling and everyday life. Not all children, however, have such effective backing 
and may accrue few quality of life chances beyond school. Indeed, my findings lead 
me to agree with Gee's claim that 
( c )lassrooms that do not properly balance acquisition and learning, and 
realize which is which, and which student has acquired what, simply 
privilege those students who have begun the acquisition process at home, 
engaging these students in a teaching/learning process, while others 
simply 'fail' (Gee 1992, p. 115; see also Heath 1982). 
For me, this position provides defensible ground for arguing that schools that do not 
incorporate at least some aspects of mainstream Discourses - rather than only some 
of the texts coordinated by these Discourses - into their curricula risk denying students 
opportunities to practise or critique such Discourses that will ultimately prove 
powerful beyond school (but that are not necessarily tied to what constitutes 'school 
success'; cf., Jacques). Many theorists working at the intersection oflanguage and 
education research in present times are recognising that many potentially useful 
understandings of language and how it works are gained increasingly beyond 
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traditionally configured schools and classrooms (such as those involved in the present 
studyt5. 
Thus, it seems to me that teachers would do well, wherever possible, to apprentice 
students to communities of current and emerging experts, and provide opportunities 
for guided participation and participatory appropriation in D/discourses that are or 
will be valued beyond schooling. This is discussed in more detail in chapter 6 (section 
6.2). 
5. 7 CONCLUSION 
The aim of this latter part of chapter 5 was to address my initial research question and 
the subsidiary questions identified in chapter 2 (section 2. 7). The preceding account 
and discussion of findings in relation to these questions have by no means exhausted 
the possibilities for analysing the data I have collected in the course of this study. 
Indeed, I was beset by frustrations in delineating boundaries between what to report 
in this section (and in Part A), and what to leave for future writing projects96. 
Despite this 'tip of the iceberg' dilemma, I believe that Part B of this chapter usefully 
identifies areas of weakness or hazard in the Queensland English syllabus itself, as well 
as in terms of its implementation in a number of classrooms and the range of language 
practices promoted (or not promoted) by the syllabus and within these classrooms. 
This focus on mismatches and gaps between the English syllabus, classroom practices, 
and students' everyday lives is not meant to suggest that there are no strengths to be 
found in this syllabus and its supporting materials97 . Indeed, in general terms, the 
inclusion of sociocultural theories of language learning in this syllabus are admirable 
95 See, among many others: Cummins & Sayers 1995; Green & Yeager 1995; Heath & Mangiola 1991; 
Heath & McLaughlin 1994; Moll 1992; Rheingold 1994; Rushkoff 1996; Taylor & Saarinen 1994. 
96 See chapter 4, section 4. 7 for a discussion of reporting emphases selected for this thesis. 
97 See comments on the strengths of this syllabus in, for example: Freebody 1993; Stewart-Dore 1993; 
Carr 1996. 
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and forward-looking. However, in order to contain the scope of my research, I 
decided to focus primarily on claims made within this syllabus on behalf of the genre-
based approach to language and literacy education, which comprises the bulk of the 
suggested approaches in this syllabus. Moreover, I am well aware that changing policy 
for the 'better' - whatever that might look like in the present case - does not 
necessarily lead to enhanced practices in classrooms. 
The present study was prompted initially by a lack of reported research into the 
implementation ofthis syllabus (Carr 1996, p. 40), and by an interest in contributing 
to the implementation of this syllabus in ways that enhanced language and literacy 
education in Queensland primary classrooms. In keeping with this pragmatic - but 
nevertheless educationally significant - agenda my research questions grew out of a 
desire to follow the goal of this syllabus to possible logical conclusions by employing 
case studies of four adolescents. Thus, I was interested in describing and critiquing the 
alignment among school and out-of-school language and social practices and the 
assumptions and goals of the English syllabus. 
In summary, I found that all four case study participants demonstrated a wide and 
diverse range of everyday language and social practices. Concomitantly, each young 
person's purposes for using language covered a broad spectrum of situations and 
goals98; for example, convincing parents that buying rollerskates was a useful and 
necessary thing to do, challenging a teacher's authority in classroom contexts without 
jeopardising academic success, signalling simultaneous memberships in sometimes 
conflicting social groups, entertaining peers and teachers to deflect attention from 
academic troubles, experimenting with different social identities, and so forth. 
In addition, I repeatedly observed sharp differences between each participant's 
exuberant, intertextual, and often witty language use outside formal classroom spaces 
and their in-class language and literacy production which was often minimal and 
98 
'Goals' in this sense are identified post facto, and may or may not be the intended product of each 
person's original intentions and/or aims. 
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usually bordered on the pedestrian. All four adolescents obviously enjoyed playing 
with and experimenting with language. Harnessing such motivations and spontaneous 
language work would surely enhance classroom language lessons. This is certainly an 
area worth further investigation. 
The sweep of everyday language and social practices and purposes enacted by these 
young adolescents was broached unevenly within the four observed classrooms. In 
many respects this is hardly surprising as the Queensland English syllabus, even when 
used only heuristically, offers little guidance in relation to these kinds of language and 
literacy practices and their associated social practices. Indeed, the genre approach to 
language education operating within the syllabus appears to me to be based on a 
narrow range of literacy practices that prevailed twenty or thirty years ago. This 
interpretation is underscored, for example, by the genres promoted in the syllabus (see 
appendix 2.1). 
In addition, at least four of the teachers observed during this study generally employed 
instrumental approaches to teaching language and literacy. Indeed, language lessons 
appeared to be interpreted repeatedly by the four participating students more in terms 
of 'doing school' than as interactive apprenticeships to valuable and worthwhile 
language and literacy understandings and practices (and their coordinating 
Discourses). As such, syllabus claims that students can be taught to use language as 
a powerful cultural and social instrument lose much of their purchase in relation to 
Nicholas, Layla, Jacques, and Hannah. This also has significant implications for the 
wider student population. 
Consequently, I propose that genre theory as presently articulated and implemented 
within education arenas in Queensland and beyond has not yet begun - yet still falls 
a long way short of - adequately accounting for language and literacy practices in 
present times99. Genres, as taught in the classrooms observed during my pilot and 
99 A number of inservice packages have been produced for the purposes of enhancing inservicing of the 
English syllabus or language education in general (e.g., Boys and Literacy, Literacy in the National 
Curriculum, Pathways to Literacy, Talk- Our Way Into Literacy). However, few of these programs 
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thesis studies, appear to take on a kind of self-containment, so that dimensions of 
intertextuality or intercontextuality in social and language practices are overlooked. 
This seems to carry over into the practice of this theory in classrooms which rarely 
makes room for blurred or newly emerging genres (cf, O'Sullivan et al. 1983). My 
study of four young people and their friends suggests that playful uses oflanguage are 
important aspects of their everyday social and language practices. Furthermore, wider 
reading strongly indicates that such language uses and their associated cognitive 
strategies and Discourses are likely to become increasingly significant in these 
students' not-so-distant worlds of work and (most likely global) citizenship100. 
Even when academic language and literacy strategies, understandings, and practices 
were taught in the four observed classrooms, they were often delivered prescriptively, 
or were unclear in terms of the teacher's agenda. I propose that such experiences 
further serve to alienate school-based language and literacy learning from everyday 
purposes and practices. These experiences also interfere with students' abilities to 
make their own connections among what they have learned about language use, and 
other subject areas, assignment work, and their possible future lives. Not all four case 
study participants might pursue additional study or overtly academic text practices 
beyond schooling. Nevertheless, they may be able to benefit from effective language 
and literacy understandings and strategies obtained in school if they were able to 
employ these understandings and strategies in critiquing mainstream practices and in 
meeting a range of 'real-life' purposes that are genuinely meaningful to them101 . 
engage specifically with developing understandings of language as a social practice, despite the aims 
and theoretical framing ofthis syllabus. This point is taken up again in chapter 6, section 6.3. 
100 See, for example: Cummins & Sayers 1995; del Rio & Alvarez 1995; Poster 1995; Reich 1992; 
Rheingold 1994; Rushkoff 1996; Taylor & Saarinen 1994. 
101 For example: writing persuasive and effective job applications; critiquing media images through 
creating alternative images; lobbying for environmental or social changes using email and other 
electronic media; writing letters, songs, or raps of complaint to corporations or government bodies 
asking for environmental change or responding to draft policies; calling for social action through 
public poetry readings; researching information pertaining to an illness, legal issue, or possible 
purchase; designing and constructing effective and creative Internet pages that have been 
commissioned by local businesses or groups; and so forth. 
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In conclusion, it seems that the genre-based approaches to language and literacy 
teaching promoted in the Queensland English syllabus and in the four classrooms 
studied in detail focus on texts to the exclusion of the 'interD/discursive spaces' of 
social interaction102, despite claims otherwise. Among other things, this 
oversimplification of the relationships between language and social practices (and 
associated purposes) constructs cultural illusions by positing direct relationships 
between genre mastery and access to social goods and services. This has significant 
implications for the implementation of the Queensland English syllabus in primary 
schools, and for teacher education. These implications are discussed in the next, and 
final, chapter. 
102 This is a useful modification ofMcRobbie's (1994, p. 180) conception of'interdiscursive space'. 
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CHAPTER 6: CONClUSION 
6.0 INTRODUCTION 
In this chapter, I consolidate and reflect on the present study and findings, and discuss 
some of the possible implications these findings may have for language and literacy 
research and education. This chapter begins with a summary of my study as a whole, 
which provides a base from which to launch an evaluation of its efficacy. In the 
process, this study will be judged according to the extent to which my research aims 
have been met and my research questions have been addressed. Following this, 
findings are summarised and discussed in relation to (i) assumptions made about 
young people's language practices and purposes as articulated in the Queensland 
English syllabus; and (ii) the efficacy of employing Gee's conception ofD/discourses 
and Green's theorised data mapping methods as analytic and interpretive devices in 
researching four adolescents' everyday language practices. The study as a whole is 
then evaluated using the criteria for communicative validity and trustworthiness 
established in chapter 4 (section 4.4). 
The traditional genre of a doctoral thesis usually includes a final section on 
recommendations for practice that will lead directly to improvements in - in my case -
language and literacy education in primary schools. However, this genre seems most 
consonant with a model of research that emphasises experimentation, intervention, 
and instrumental solutions to problems. This is very different to the model I have been 
following. An ethnographic case study approach to research does not lend itself to 
constructing neat answers to problems; if anything, this kind of approach to research 
generates questions rather than answers. 
My own study has illustrated just some of the complexities involved in investigating 
language education and adolescents' everyday language and social practices. In 
language education, therefore, it is not the case that better policies necessarily lead to 
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better practice as any policy scholars will concede1. The web of Discourses that 
constitute teachers' identities, pedagogies, and subjectivities, and the Discourses that 
coordinate the institutions in which they teach, ensure that any recommendation for 
change is no simple matter. Moreover, my findings suggest that students, too, 
participate in an extraordinarily complex array of Discourses that coordinate their 
lived experiences and the ways in which they negotiate membership within and across 
these Discourses. Therefore, any recommendations for change in language education 
must also attempt to address at least some of this complexity. Indeed, reducing such 
complexities to 'recommended interventions' as do many guides to thesis writing-
and which are regarded as a strength in certain types of theses - would be to 
undermine the value of the present work. 
Therefore, in order to meet the thesis requirements operating predominantly in 
universities - while maintaining the integrity of my research approach as far as I am 
able - I tentatively offer in the second part of this chapter possible ways of working 
towards enhancing language education in Queensland primary schools and elsewhere. 
These suggestions, however, cannot be simply 'applied' to language education, and 
I fully acknowledge the need for further investigations at the intersection of language 
theory, policy, classroom practice, and students' everyday lives. 
6.1 SUMMARY OF MY STUDY AND FINDINGS 
The primary aim of my research was to address the question: 
What language and social purposes and practices are enacted in the 
everyday lives of four adolescents living in Brisbane? 
This aim was generated out of a deep interest in the recently implemented Queensland 
English syllabus, its goal that comprises developing students' language and literacy 
skills for a wide range of purposes, the ways in which this goal is being addressed in 
1 See, for example: Nisbet 1988; Ozolins 1993; Postlethwaite 1991; Shipman 1985; Trow 1988. 
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classrooms, and where students stand in relation to the syllabus, current classroom 
language practices, and their everyday practices. Concomitantly, I chose Gee's theory 
ofD/discourses to frame my study, and aimed at developing a reliable and trustworthy 
methodology for examining relationships among D/ discourses and configurations of 
social practices by way of Green and her associates' data mapping techniques. Such 
considerations would enable me to collect data appropriate to my research question. 
To summarise the answer to my primary research question (presented in more detail 
in chapter 5), the four adolescents' participating in the study enacted a diverse range 
oflanguage and social practices. These practices were complex, and interwoven with 
multiple layers of purpose and meaning. Participants' personal and social purposes for 
using language included among a plethora of examples: maintaining relationships, 
indicating memberships in social groups, establishing a mowing business, engaging 
with electronic and other technologies, exploring social identities, accomplishing a 
range of social activities, entertaining self and others, and practising adult forms of 
Dl discourses. 
The subtext to my primary research question was articulated in a set of subsidiary 
questions pertaining to the Queensland English syllabus2. These questions were 
designed to tease apart - as far as possible - theoretical and practical relationships 
among this syllabus, participating teachers' implementation of the syllabus in their 
classrooms, student understandings of what constitutes language and literacy learning 
at school, and students' range oflanguage and social practices in school and out-of-
school. 
In retrospect, I believe I have been able to generate thickly described and trustworthy 
data for exploring my central research question and subsidiary questions. As a result, 
I feel confident in claiming that my study makes at least some original - and needed 
( cf., Carr 1996) - contributions to understanding aspects of key claims made about 
language and language education in the Queensland English syllabus. 
2 See chapter 2, section 2.7, and chapter 5, Part B. 
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In addition, I believe I have also made a small, but useful, inroad into the problem of 
constructing a way of analysing and reporting sociolinguistic data that brings 
investigations of the individual and the social together in conceptually symbiotic and 
theoretically valid ways (cf, Bowers & Iwi 1993, p. 360). This I have done by means 
of bringing together Gee's theory ofD/discourses, and Green and her colleagues' 
theorised methods for analysing data. 
Indeed, event mapping and discourse analysis methods made it possible to identify and 
examine aspects of language and literacy events within larger social practices and 
contexts. This also enabled me to make comparisons among school and out-of-school 
events and the language learning assumptions promoted within the English syllabus. 
In addition, mapping events and patterns or divergences of practice over time proved 
invaluable in identifying and interpreting participants' Discourse memberships and 
coordinations. Findings pertaining to both angles of inquiry addressed within the 
present study (i.e., language and literacy education in Queensland, and the usefulness 
ofD/discourse as analytical categories in research) are discussed in tum below. 
6.1a Findings pertaining to assumptions about students and 
language learning, language purposes, and social 
practices identified in the Queensland English syllabus 
and in four primary school classrooms 
Cross-case comparisons of all four participants suggest that there are mismatches 
among what is happening in the four classrooms observed in relation to language and 
literacy education, and what is happening in wider worlds, at least with respect to the 
everyday lives of these four young people. Indeed, I would hazard a guess that the 
cases ofNicholas, Layla, Jacques, and Hannah will resonate with many other students 
and many other classrooms in Queensland and beyond3 . 
3 See, for example: Bigum & Green 1992; Breen et al. 1994; Cairney et al. 1994; Freebody et al. 1996. 
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Despite its explicit aim to develop students' ability to 'compose and comprehend 
spoken and written English fluently, appropriately, effectively and critically, for a wide 
range of personal and social purposes' (DEQ 1994a, p. iii), the Queensland English 
syllabus promotes - in my view - a naive conception of' social purposes'. For example, 
within the supporting materials for the syllabus, genres are allocated purposes from 
which teachers and students seem to be expected to extrapolate to social practices 
(1994c & d; see also chapter 2, section 2.5a). These texts are often presented in 
isolation from other texts, and are usually removed :from the context and practices in 
which they were produced4. Hence, students seem to be expected to infer the social 
:from the textual. 
Moreover, the Queensland English syllabus documents appear to promote such 
approaches by assuming a 'natural' and instrumental relationship between a certain 
kind of language and literacy education and becoming a certain type of (successful) 
person or citizen5. Indeed, findings from the present study suggest that there are a 
number of contradictions within this syllabus itself with respect to the sociocultural 
theories of language claimed as the foundation for the syllabus, and the text analysis 
and cultural literacy approaches promoted in supporting materials6. 
For example, within the Queensland English syllabus documents, genres are 
categorised as either 'literary' or 'non-literary', despite overwhelming evidence that 
such categories hark back to previous approaches to English education and are now 
inadequate for present times (cf, Kinchloe, McLaren & Steinberg 1994, p. xv; 
Macedo 1994, p. 48). The range of genres listed in the syllabus materials are largely 
conventional, print-based texts, and promote a European cultural heritage (e.g., 
ballads, vote of thanks, formal meeting, narratives structured according to orientation, 
conflict and resolution 'stages', and so forth). Consequently, these genres will be most 
4 Graphically demonstrated by teachers using 'model' texts photocopied from teacher resource books 
to teach a genre (see, for example, appendices 5.la & b). 
5 See chapter 2 (section 2.5) in this thesis. 
6 See, for example: Freebody 1993, p. 119; see also Jim Cummins and Dennis Sayers' (1995, p. 89) 
and Donaldo Macedo's (1994, p. 65-9) comments on the pervasiveness of cultural literacy approaches 
in North American education. 
Chapter 6: Conclusion 351 
familiar to, and therefore most likely to be already practised outside school by only 
certain kinds of students (e.g., those with white, middle class, mainstream-type 
upbringings). In addition, and even though syllabus writers emphasise that these text 
types are only content suggestions, these genres have had a significant impact on the 
commercial market. Accordingly, the resource books available to time-pressed 
teachers investigate and promote a limited range of genres cannily similar to those 
listed in the language syllabus documents7. 
In addition, the features of genre theory and pedagogy that have found most purchase 
in classrooms appear to be those that are most readily accommodated by existing, 
traditional ways ofteaching (cf., Carr 1996). This, too, may prove ultimately limiting 
for many students. 
This is a complex situation indeed, particularly in light of time constraints on teachers, 
limited availability of syllabus inservicing activities, the influence of a range of 
Discourses on teachers and students, and the jostling of different approaches to 
language and literacy pedagogy in Queensland primary schools. Moreover, it is not 
my intention to suggest that legitimate language and literacy practices are found only 
in out-of-school contexts, or that teachers should simply seek to celebrate only what 
students already know (Buckingham & Sefton-Green 1994, p.118). Nevertheless, I 
am convinced that there are a range of strategies available to teachers for validating 
students' knowledge about language practices and social purposes in ways that also 
work to extend their understandings and range oflanguage capabilities. Many of these 
possibilities are being explored currently by a range of educators and researchers, and 
a summary of their work is presented and discussed below (see section 6.3c). 
In direct relation to the findings of the present study, predictable inconsistencies were 
identified between the rich and diverse literacy practices in which all four case study 
participants engaged out-of-school, and the kinds of texts they were producing in 
school. Indeed, all four students produced fairly prosaic texts in response to teacher-
7 See for example: Derewianka 1990; Collerson 1994; Macken 1990; Christie et al. 1990. 
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set tasks; texts that displayed none of the clever intertextuality, playfulness, 
experimentation, and inventiveness with oral and written language they all 
demonstrated during observations8. Perhaps this mismatch was a result of the kinds 
of language and literacy production expected in each classroom. For example, of these 
four, only Hannah was given sanctioned opportunities to display her some of her more 
exuberant uses of oral language in class (i.e., performing some of her skits for her 
teachers and classmates). However, this was not on a regular basis, and neither was 
it considered part of her classroom language and literacy work. 
In addition, all four students rarely articulated explicit connections between the 
language and literacy skills, knowledges, and practices they were learning at school, 
and their lives outside school, even when prompted. This finding suggests that these 
students most likely regarded language and literacy learning at school as primarily an 
end in itself, with minimal carry over into their everyday lives. This not a good 
position for schools to find themselves in amidst calls for them to account for learners' 
prior experiences and future life chances (e.g., DEQ 1994a). Once again, this signals· 
mismatches between certain aspects of the Queensland English syllabus, classroom 
language and literacy learning practices, and students' lives outside school. 
However, simply calling for teachers to make the links between school and the outside 
world more explicit for students is an insufficient response, and certainly not at all one 
I am promoting here. Indeed, even when teachers clearly made such connections in 
the classrooms I observed, students seemed to find few of the connections valuable 
or pertinent. 
There are any number of possible interpretations available for these observations at 
this point; however, I propose - again, drawing on my observations - that conceptual 
gaps may occur between school work and everyday life out-of-school when the 
narrowly defined purposes of the genre are promoted at the expense of social 
practices that produce the genre. This appears to leave many students very little room 
8 Except perhaps for subversive purposes, such as when Jacques wrote his series of 'little books'. 
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for understanding relationships among language and social practices, for 
experimenting with genres, and for exploring possibilities for creating different or 
unusual configurations of contexts, audiences and purposes in ways that are 
meaningful to students and- hopefully- others9. 
Finally, claims made in syllabus documents about language being a 'powerful cultural 
and social instrument' were interrogated and found wanting. The language and social 
practices of these four students suggest that being able to use language proficiently 
in school contexts and according to school genres does not automatically guarantee 
access to social goods and services. Indeed, the cases ofNicholas and Jacques suggest 
that relationships among language use, social practices, and membership in particular 
(adult) Discourses are complex indeed, requiring more than merely learning and 
practising some of the texts associated with them. 
In addition, the kinds of Discourse apprenticeships and memberships to which 
students are able to lay claim will have significant bearing on their adult lives. For 
example, there were marked differences between the Discourse memberships and 
opportunities available to the two girls and to the two boys participating in the present 
study. This is discussed further below (see section 6.3a & b). Accordingly, it seems 
to me that the conception of 'power' operating in the syllabus documents promotes 
a cultural illusion regarding direct and causal links between language education and 
economic and social success. 
Nevertheless, this is not to deny the value placed on success in school literacy by 
various groups beyond school (e.g., parents, various businesses, professions, etc.). 
Indeed, failing to become competent in certain school literacies - and ways of 
critiquing associated social practices - often proves limiting for many students who do 
not have access to apprenticeships in other, widely valued Discourses ( cf, Heath 
1983). 
9 See, for example: Bazerman 1994; Buckingham & Sefton-Green 1994; O'Sullivan et al. 1983. 
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To conclude this subsection, it is possible to identify noticeable disjunctions between 
English syllabus claims and assumptions, classroom language and literacy practices, 
and the four case study participants' everyday language and social practices. These 
disjunctions have significant implications for classroom practice and teacher 
education, and are discussed in section 6.3 below. Possible, and tentatively offered, 
classroom strategies for addressing these problems by means of exploring relationships 
among language use and social practice are discussed in a following section (see 
section 6.3c). First, however, it is necessary to discuss the research outcomes 
pertaining to my investigations of Gee's theory of Dl discourses as useful analytic and 
interpretive constructs. 
6.1 b Findings pertaining to D/discourse research 
Upon reflection, the conception ofD/discourse employed in this study proved to be 
a useful analytical and interpretive device when coupled with event, action, and 
interaction mapping strategies. Although my use of Gee's theory ofD/discourses may 
have predisposed me to 'find' Discourses in my data, I do not see this as an 
insurmountable hindrance to my research, particularly in light of the strategies I have 
employed in this study for enhancing the validity and trustworthiness of 
interpretations. Indeed, Gee's theory, with some modifications, enabled me to -
successfully, I believe - examine some of the complex interrelationships among 
language uses, sets of values and beliefs, social practices, social groups, and social 
institutions that co-constitute and coordinate the everyday lives of the four case study 
participants. Concomitantly, this provided me with the kinds of data required to 
interrogate Queensland English syllabus claims and assumptions about school 
students' language uses and purposes. Thus, in brief, Gee's theory (with some 
modifications) was certainly most useful within the present study. 
In addition, the methods developed for 'applying' conceptions ofD/discourses via 
mapping strategies in the present study address some of the methodological criticisms 
directed at Gee's work (e.g., Bennett 1993; Lemke 1995; see also, chapter 3, section 
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3.5e). For example, event mapping and the practice of retaining context markers such 
as dates, addresses, sites, and times in supporting evidence contributes to addressing 
Bennett's criticisms of overly decontextualised data and interpretations in Gee's 
writing (Bennett 1993, p. 575). Furthermore, in the present study, criticisms of 
overinterpretation are addressed as far as possible by means of communicative validity 
and trustworthiness procedures (see chapter 4, section 4.4, and section 6.2 below). 
Bennett's call for empirical methods of evaluating the role or significance of a 
discourse in the lives of the people who produce it is shown in the present study to 
be a naive request (see Bennett 1993, p. 574). All four case study participants 
demonstrate that their everyday language and social practices are coordinated and 
constituted by a range ofD/discourses, and that each participant in tum variously 
affects the Discourses of which they are members. Such memberships may be 
deliberately chosen, or may come 'free' by virtue of the participant's gender, or the 
family into which they were born, and so forth. Thus, it seems to me that what is at 
stake is not whether the Discourse is valued by various members, but rather, in what 
ways they are perhaps coordinated by these Discourses - and Discourses of which they 
are not full members- and how this facilitates or hinders individuals' and groups' 
access to social goods and services. 
In the process of investigating the usefulness ofD/discourses as analytic constructs, 
as indicated above, I modified Gee's anatomy ofDiscourses in light ofwhat I was 
finding in the course of my research (e.g., 1992b, p. 111). These modifications 
included primarily Gee's conceptions of apprenticeship and social networks, and each 
is discussed in tum below. 
Gee's characterisation of 'apprenticeship' in terms of a novice-expert dyad did not 
adequately describe the kinds of apprenticeships I observed operating in at least two 
of the study participants' lives. Instead, Rogoff's conception of apprenticeship as 
having access to a community of(relative) experts and interested peers, engaging in 
activities that enable guided participation and learning, and enjoying opportunities for 
successful participatory appropriation of the knowledges, understandings and skills 
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pertaining to a particular set of practices or Discourse (see chapter 5, section 5.2g). 
This conception of apprenticeship enabled more fiuitful and complex interpretations 
of, for example, the ways in which Jacques was being apprenticed to business 
Discourses, or Nicholas to technological Discourses. It also proved useful in 
explaining why it was that none of the business discourse or social practices were 
demonstrated by Layla, even though her father, like Jacques, owned his own business 
and managed it :from home. 
Furthermore, I found the concept of 'interactive webs of relationships' a more useful 
construct in explaining social identities and coordinations than Gee's 'social 
networks'. Although both concepts are roughly similar, I find that the former concept 
captures more usefully the interpersonal and social dynamics of everyday life. For 
example, after observing all four participants interacting within a range of social 
contexts, I came to the conclusion that they were indeed defining themselves largely 
in terms oftheir networks of relationships with others. However, these relationships 
were not necessarily enduring or predictable. Accordingly, I agree with Gee that 
analysing social identities requires the researcher to investigate the Discourse 
memberships people lay claim to (or that lay claim to them), but that this also requires 
the researcher to investigate the ways in which interrelationships are played out 
amongst networks of various Discourses and their members on a moment-by-moment 
basis. 
One difficulty I repeatedly ran up against in investigating Discourses was how to 
verify interpretations of phenomena that were not exactly visible to me as a 
researcher, but which nevertheless seemed to be operating in significant ways in 
participants' everyday lives. For example, Layla's actions and language uses in class 
can be interpreted in a number of equally valid, but difficult to verify, ways. Thus, one 
possible reading ofLayla's silence in class is that she finds it difficult to follow the 
thread oflessons and often becomes confused about what she should be contributing 
to the lesson. Another interpretation could be that she is afraid of making a public 
mistake and chooses instead to remain silent and therefore less open to ridicule. Yet 
another possibility is that she has been thoroughly apprenticed to a nice girl Discourse, 
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whereby she believes that a well- behaved female student is one who is silent in class. 
Perhaps she prefers to rely on her friends rather than her teacher for learning 
opportunities, or she is simply enduring each lesson, or she may be just lazy, or, 
indeed, any one or more of these could be the motive on different occasions. 
Admittedly, some of these interpretations are less probable than others, and any 
interpretation claiming validity would need to be more complex than those I have 
offered above. Nevertheless, the point I am making is that there seem to be aspects 
of students' everyday lives that are not overtly available for ethnographic scrutiny. 
These aspects are therefore extremely difficult to track in terms of patterns of social 
practice, cognition, and Discourse coordinations. Gee explicitly accommodates social 
cognition in his theory of D/discourses and promotes an integrated view of mind, 
body, and society in his discussions of apprenticeship, acquisition and learning (e.g., 
1992, 1996, p. 65). However, in practice, these dimensions of everyday life are 
difficult to investigate ethnographically. Perhaps, as Gee himself indicates (e.g., 1992, 
1996), recent research in the area of social cognition holds fruitful possibilities here 
for enhancing approaches to D/discourse research10• This is yet another line of 
investigation to be pursued at a later date. 
Interpreting D/discourses is a complex process. It requires, as previously discussed 
(see chapter 5, section 5.3h), at least some degree of professional distance between 
the researcher and the participant being studied, as well as enough ethnographic 
closeness ·for the characteristics of Discourses to be identified and analysed (cf, 
Fetterman 1989, p. 45). For example, and discussed previously in chapter 5 (section 
5.5), I found that social and (real or vicarious) experiential distances between myself 
and participants' everyday lives impinged significantly on my interpretations. Social 
and/or language practices that were very similar to my own initially proved difficult 
to interpret with any confidence. This was not so much because I was a member of 
10 In developing his theory ofD/discourses, Gee draws explicitly on the work of social psychologists 
such as Sylvia Scribner and Michael Cole, Lev Vygotsky, James Wertsch, and cognitive scientists 
such as Knorr-Cetina, Churchland, and Johnson, to name a few. To this list I would also add: Lave and 
Wenger 1991; Moll 1992; Rogoff 1990, 1995; Rogoff & Lave 1984; Walkerdine 1985, 1988. 
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the same or similar Discourses (although this, too, had bearing on my interpretations), 
but more because I could see so many of the complexities and negotiations pertaining 
to these practices. Maintaining adequate professional distance and ethnographic 
closeness is a difficult balancing act for any responsible researcher who is interested 
in investigating complex phenomena. 
Teasing out aspects of these complexities and coordinations seemed at first to be 
fraught with difficulties. This was particularly the case with Layla's possible Discourse 
memberships. While observing Layla, I well recalled the constant negotiations, 
ducking and weaving, that characterised my own early adolescence whereby I tried 
to please everyone, especially my friends, family, and those in authority. This often 
resulted in the kinds of tensions I observed operating in Layla' s school life. Perhaps 
much of my interpretive problem lay in trying to avoid projecting my own experiences 
onto my observations and interpretations ofLayla. With this possibility in mind, I was 
scrupulous about reporting only those things for which I had multiple sources of 
corroborating evidence, and in obtaining member checks from Layla and her family. 
Conversely, Discourses that were too unfamiliar were also initially difficult to interpret 
with confidence. This was particularly the case with Hannah, whereby I found I had 
limited interpretive knowledge on which to draw apart from what I obtained from 
reported studies (cf, Freebody et al. 1996; Heath 1983). Upon reflection, the problem 
may be that I have not spent enough time in communities such as Hannah's, and have 
as it were only a limited 'fund of knowledge' on which to draw for my interpretations 
of Hannah's Discourses ( cf., Moll 1992). This dilemma is by no means unique to my 
own research, nor to the particular theoretical framing I am employing ( cf., Delamont 
1992; Roman 1992). Neither are there any simple solutions to this dilemma of 
simultaneously requiring funds of knowledge and professional distance in data 
interpretations. This, too, is an area needing further examination in subsequent work. 
Finally, in relation to my research methodology, I was interested in finding a way of 
validating claimed interrelationships among the individual and the social. This included 
analysing events, actions and interactions, contextualised within patterns of social 
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practices and Discourse memberships (see, chapter 3, section 3.5b; chapter 4, section 
4.3). I also predict with confidence that the methodology developed for the purposes 
of the present study will be transportable to other research projects that aim at 
investigating relationships among language and social practices. However, my original 
attempts at preserving details of close discourse analyses would have produced a 
cumbersome and unreadable report. Consequently, I took a middle road by employing 
a narrative reporting style, and by including contextual information wherever possible 
(for example, indicating the time and day of a reported event). 
More detailed reporting of specific language practices and their relationship with 
patterns of social practice will be employed in other publications generated as a result 
of the present study, such as journal articles and book chapters. Such genres can 
accommodate more narrow and hence relatively exhaustive data reporting, such as 
focusing on only one aspect of one case study participant's practices, rather than 
requiring the kind of reporting strategies I am employing at present to paint a broader 
canvas. 
As established in chapter 4 (section 4.4a), the strategies employed in evaluating the 
efficacy of my study comprise communicative validity and trustworthiness of data and 
interpretations. The following section presents a summary of my final evaluation of 
this study. 
6.2 EVALUATING THE EFFICACY OF MY STUDY 
I have endeavoured throughout the course of my study to produce verifiable and 
trustworthy data obtained by ethical means. Accordingly, and for the purposes of 
establishing communicative validity, I have reported only those things for which there 
were multiple sources of corroborating data. Unique or startling phenomena were 
interpreted provisionally, or cast in terms of 'hunches'. Concomitantly, I have 
endeavoured to be as honest in my reporting as possible. 
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Although communicative validity is measured largely by the reader, who evaluates the 
quality and reasonableness of the arguments proposed, my interpretations were further 
strengthened by means of participant checks, and outsider audits whereby colleagues 
evaluated my interpretations prior to my final write-up (cf, Carspecken 1996, p. 55; 
Fetterman 1989, p. 92). These strategies also contribute to the trustworthiness and 
credibility of a study (cf, Lather's 'yes, of course' responses 1991, p. 69). 
In order to establish the trustworthiness of my data and interpretations, I paid much 
attention initially to the overall design and methodological coherence of my study. 
Once again, this was also audited by mentors and colleagues. Trusting in their 
feedback, as well as in my own work, I believe I have produced a study that would 
withstand close scrutiny of design and methods. Additionally, I have strengthened the 
credibility of my findings by supporting my interpretations and claims with 
theoretically and/or methodologically similar and well-recognised studies (i.e., 
Kinchloe & McLaren's 'anticipatory accommodation' 1994, p. 151). 
In conclusion, effective strategies for establishing communicative validity and the 
trustworthiness of a study necessarily overlap and reinforce each other. This is 
apparent within the present study and gives added weight to my claims that these 
strategies have been employed effectively in this study and its reporting. 
Accordingly, the way is now open for discussing possible and tentative directions for 
further work in language education as currently configured in Queensland primary 
schools and perhaps elsewhere. 
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6.3 WAYSFORWARD 
6.3a Possible directions for future research at the nexus of 
language and literacy education, the individual, and the 
social 
Theorists working with sociolinguistic approaches to language research have long 
called for interpretations of interrelationships among the individual, discourse 
practices, and the social that are 'anti-reductionist'. Accordingly, such interpretations 
would need to avoid positing oversimplified cause-and-effect relationships between 
language and social practice that plague many current sociolinguistic methodologies 
(Bowers & Iwi 1993, p. 361; Lemke 1995a, pp. 1-18). 
Much ofthe value ofthe present thesis lies in my attempts to translate Gee's theory 
ofD/discourses into research practice in ways that maintain the complexity ofthis 
theory and capitalise on the possibilities it provides for richly interpreting 
interrelationships among language use and social practice. The results of such work, 
useful in themselves, also signal a number of possible avenues for subsequent, more 
sophisticated work, particularly in the areas of social cognition and D/discourses. 
In the present thesis I have also explored the usefulness of Green and her colleagues' 
approach to data analysis by employing it beyond the instructional conversations 
which characterise much ofthis group's work. Although there remains much more 
refined work to be done in bringing together D/discourse theory and data mapping 
theory and methods in mutually enhancing ways, I believe that the methodology and 
design of the present study helps lay a useful foundation for such work. 
In addition, the findings of the present study may be used to inform present classroom 
practices. This is discussed below. 
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6.3b Tentative suggestions for enhancing classroom 
language and literacy practices 
Schools enact at least three overlapping roles in countries like Australia. As public 
institutions, they play a normative role in producing particular kinds of citizens and 
workers. Schools are also tied intimately to the societies that produce them. Thus, 
teachers are deemed responsible for providing students with a common base of 
content knowledge, values, and competences from which to participate effectively in 
a diverse range of social institutions and practices. This includes providing learning 
opportunities that prepare students for adult life in a rapidly changing world. 
Moreover, schools are seen as responsible for developing the individual to the reach 
of her capacities in ways that are personally satisfying, as well as in ways that produce 
members of groups who will contribute to the overall well-being of society at large. 
The cases ofNicholas, Layla, Jacques, and Hannah are indeed telling cases, and there 
is much in their everyday lives at school and out-of-school that will resonate with 
other young people's language and social practices. Within the scope of the present 
study, I found various mismatches among opportunities for acquiring, learning, and 
practising language and literacy that these four young people are able to access out-
of-school compared with opportunities made available in their classrooms - and those 
promoted by the English syllabus. Mismatches also seemed to obtain between the 
language and social practices championed in three out of the four classrooms observed 
and those practices valued in the adult world of work and citizenship. If this is the 
case in relation to the four students studied, then the question must be asked regarding 
how many more mismatches there must be for other students who do not have the 
same kinds of predominantly mainstream opportunities accessed variously by 
Nicholas, Layla, Jacques, and Hannah. 
Accordingly, the remainder of this chapter sketches one possible path among many 
for addressing what I believe to be widespread disjunctions among syllabus goals, 
classroom practices, and students' present and (possible) future language and social 
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practices. I fully recognise the dangers of generalising from a small body of work to 
wider arenas, and offer the following ideas as tentative suggestions only. These ideas 
are themselves products of a range of Discourses and need to be explored in greater 
detail than has been provided here. Nevertheless, I have a strong hunch that much of 
what I have to say will resonate with many educators' experiences and their own ideas 
about directions for language education in Queensland and elsewhere. 
Indeed, many of the following recommendations which follow are not new, and 
certainly do not originate with this thesis, having been advanced by others during the 
seven years since this syllabus was first promulgated. For example, much of what 
follows echoes recommendations made by Bill Corcoran and Jill Borthwick more than 
four years ago in a comprehensive evaluation of the trial of the first draft of what was 
then a new Queensland English syllabus. Corcoran and Borthwick (1992, pp. 1-3) 
emphasise, in particular, the need for ongoing support for further professional 
development for teachers in terms of increasing understanding of this syllabus and 
enhancing its implementation in classrooms. They note that 
(f)rameworks which are likely to support further teacher development 
have been put in place, but they will require continuous support in terms 
of time release and support for professional development (ibid., p. 3). 
Their research, in which 113 primary school and secondary English teachers were 
surveyed, indicated that 'invariably, insufficient time and/or unsuitable timing was seen 
to characterise school-based inservice programs' (ibid., p. 2). This becomes significant 
in view ofthe fact that they also found that this syllabus 'was often at some remove 
from the present range of teachers' attitudes, knowledge and skills (ibid.). It seems, 
then, that little has changed in the subsequent four years since Corcoran and 
Borthwick made their recommendation. My research provides an additional base of 
data endorsing this recommendation which is effectively restated in the following 
section. To this extent, the original contribution made here has less to do with 
advancing wholly new recommendations, than it has to do with providing subst~ntive 
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new data in support of already recommended procedures and forms of resourcing 
syllabus implementation. 
Thus, the following discussions focus on what I see as a responsibility of teachers to 
identify and address in their classrooms different ways of 'being literate', and to 
understand and act on - as far as possible - the fact that most students today 
experience electronic technologies and information as organic aspects of their 
everyday lives11. In addition, I also emphasise the need for teachers to critically reflect 
on the role schooling plays in producing particular kinds of citizens and their own role 
in such production. These ideas, too, are certainly not original at either primary, 
secondary or tertiary levels of schooling12. Nevertheless, they seem to me to hold 
fruitful possibilities for enhancing aspects of language and literacy education in 
primary school classrooms. The following suggestions have significant implications 
for teacher education as well, and each of these areas is discussed in tum below. 
(i) Language, literacy and schooling 
The theoretical foundation of the Queensland English syllabus has changed 
dramatically from that of the previous syllabus. This seems to have been in response 
to recent theoretical developments at the intersection of education and sociocultural 
language and literacy research. However, there also seems to have been much less 
attention paid to changing teaching practices in ways that are commensurate with such 
retheorising, apart from an increased emphasis on 'explicit' teaching. 
This is not to deny the value of language and literacy inservicing packages developed 
for primary and secondary teachers in the past two years (e.g., Boys and Literacy 
1996, Literacy in the National Curriculum 1995-6, Pathways to Literacy 1994, 
11 1bis does not necessarily require classrooms to be equipped with state-of-the-art electronic gadgetry. 
What is of most importance here is that teachers familiarise themselves with at least some of the new 
technologies coordinating their students, and fmd ways of incorporating these coordinations into the 
classroom. 1bis could be as simple as having students explore the D/discourses of electronic gaming 
magazmes. 
12 See, for example among many others: Anderson 1995; Bazerman 1994; Buckingham & Sefton-Green 
1994; Heath & Mangiola 1991; Heath & McLaughlin 1994. 
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Talking- Our Way Into Literacy 1996-7). Briefly, Boys and Literacy (Alloway, 
Davies, Gilbert, Gilbert & King 1996) was authored by academics from James Cook 
University and supported by funding granted under the Strategic Initiatives Element 
of the National Professional Development Program, a program managed under the 
aegis of the Commonwealth Department ofEmployment, Education, and Training and 
Youth Affairs. This inservicing program was developed in response to research that 
suggested that boys were more likely than girls to participate in reading remediation 
classes and low-level streams of English classes. This research also suggested that 
boys read less widely than girls and were less likely than girls to claim to enjoy 
classroom literacy programs or endeavours. The program particularly concentrates on 
enhancing teachers' understanding of concepts such as 'masculinity' and its social 
effects on literacy competence and practices. 
Literacy in the National Curriculum (Kempe, Anstey, Bull, & White-Davison 1995-6) 
is a national professional development program orchestrated by academics at the 
University of Southern Queensland and classroom teachers in Toowoomba and 
elsewhere in Queensland. This initiative was funded by the then named Department 
of Employment, Education and Training and additionally supported by the Darling 
Downs Council of the Australian Reading Association. The principal aim of this 
inservicing program is to develop teachers' understanding of the National English 
Curriculum Statement and Profile (and with which the Queensland English syllabus 
is aligned; see chapter 2, section 2.3). Other aims include addressing social justice 
issues (e.g., rurality, isolation, special needs learners, race, class, ethnicity, gender) 
and facilitating long term change in language and literacy classroom practices. 
Pathways to Literacy: A Professional Development Program for Senior Secondary 
and Technical Teachers (Searle 1994) was developed by the Department of 
Education, Queensland, in conjunction with Technical and Further Education, 
Queensland, and with additional support from the Department of Employment, 
Vocational Education, Training and Industrial Relations. The principal aim of this 
package is 'to increase teachers' awareness of, and skill in dealing with, the language 
and literacy requirements of a range of subjects, including vocational education and 
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training for all students' (ibid., p. 4). This program encourages teachers to reflect on 
the literacy practices required in their subject area, and to develop methods for making 
these practices explicit to their students. 
Talking- Our Way Into Literacy (DEQ 1996-7)is a professional development package 
designed by the Department of Education Queensland and based on the findings and 
data of local research into everyday literacy practices in low socio-economic urban 
communities and schools (see Freebody et al. 1996). The main aim ofthis program 
is 'to provide clear and specific methods for educators in schools and the community 
to plan appropriately for more effective literacy practices in increasingly complex 
social and cultural contexts' (p. 5). This inservice package requires teachers to 
research and reflect on their own literacy-related classroom talk, and to examine the 
ways in which 'literacy' is subsequently defined for their students. 
This listing of professional development packages is comprehensive, although not 
exhaustive, and some schools have developed their own programs to meet the 
language and literacy requirements of specific school populations. These programs 
have certainly begun to address aspects of the issues and problems raised in the 
present thesis (and elsewhere; cf, Corcoran & Borthwick 1992) in relation to 
language and literacy education. Nevertheless, teacher access to such programs 
remains uneven and underfunded. 
The fallout from this situation, in my opinion, is that teachers may attempt to teach 
'new' ways of thinking about and using language by 'old' means without grappling 
with these new ideas in any way13. Indeed, if students such as Nicholas, Layla, 
Jacques, and Hannah are anything to go by, and I believe they are, then teachers 
'doing what they've always done' must always be insufficient wherever there has been 
13 Interestingly, Cummins and Sayers (1995, p. 98) describe a similar situation in North American 
schools. They claim that very little has changed pedagogically in the past thirty years, despite the 
waxing and waning of 'child centred' approaches, 'whole language' approaches, and 'discovery 
learning' (see also: Cook-Gumperz 1993). Similarly, a connnent I have heard repeatedly from a range 
of primary school teachers in response to the current Queensland English syllabus is: "But this is what 
I've always done, they've just given it new names". 
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no engagement with current language and literacy theories or pedagogies on the 
teacher's part. 
Freebody (1992) outlines a conception of reading practices that involves more than 
developing encoding and decoding skills in classrooms and that suggests a possible 
way forward for effective classroom language and literacy planning and practice. 
Although he focuses on reading, his insights apply equally to all other forms of text 
processing. Freebody suggests teachers need to show students how to draw on at least 
four sets of reader resources or roles that he identifies as 'components of successful 
reading' (ibid., p. 49). The four roles are: code-breaker, text-user, text-participant, 
and text analyst. Freebody defines 'code-breaking' in terms of decoding skills needed 
to crack alphabetic code or script. Code-breaking alone is not sufficient for reading 
meaningfully. 
'Text participant' describes someone who is able to make meaning from a text, by 
bringing to it additional knowledge about texts, the subject matter, and so forth. A 
'text-user' operates effectively and appropriately in text-mediated social activities. She 
is able to match texts and contexts, and can tailor her reading accordingly. Freebody 
suggests that text-user resources are 'transmitted and developed in our society largely 
in instructional contexts, some of which may bear comparatively little relevance to the 
ways in which texts need to be used in out-of-school contexts' (ibid., p. 53). His claim 
strongly supports the argument I am presently building. 
Finally, drawing on 'text-analyst' resources engages the reader in interrogating the 
worldviews and assumptions constituting a text. The reader as text-analyst is acutely 
aware that texts are also 'idea systems', and that readers often comply unquestioningly 
with these ideas. Being a text-analyst includes having meta-level knowledge of how 
texts work and being able to employ often complex cognitive processes in 
interrogating texts. For Freebody, this is facilitated by questions such as: What are the 
beliefs about the topic of a person who could utter this text? and What kind of person 
could unproblematically and acceptingly understand such a text? (ibid. p, 56; see also 
Wallace 1992; Kress 1985). Consequently, a successful reader is one who draws on 
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all four sets of resources or roles in meeting their text processing needs. These roles 
are not meant to describe neat categories of activity, rather they are one way of trying 
to make explicit the complexities involved in teaching students to be effectively (or 
'properly') literate. 
Teaching language and literacy as though it is a fixed system of meaning that is 
cracked like a code will ultimately disadvantage students who do not have access to 
other ways of 'being literate' (cf, O'Neill 1970). Instead, like Freebody, I am 
convinced that students, even primary school students, will benefit most from an 
approach to language education that engages them in investigating how language is 
a social practice, and how meanings - along with their own social identities and 
subjectivities - are socially constituted (cf, Buckingham & Sefton-Green 1994, 
p.118). 
There are many literacies and ways of being literate, most of which involve much 
more than merely cracking the written code14. Jacques is a case in point. Despite his 
difficulties with language and literacy at school, I consider Jacques to be highly literate 
in at least two adult D/discourses. Both Discourses (i.e., business Discourse and 
Jehovah's Witnesses Discourse) require him to engage with a range of texts for 
specific 'real world' purposes (e.g., reading dials on the dashboard of a truck, 
speaking cogently and persuasively while witnessing). These literacy practices involve 
much more than merely encoding and decoding (usually) written texts. Instead, these 
literacies are part-and-parcel of Jacques' everyday life and Discourse memberships 
which include sets of particular social practices, ways of speaking about things, certain 
values and assumptions, and ways of interacting with others. Concomitantly, these 
literacies constitute significant aspects of his social identities. 
Furthermore, despite Jacques' literate competence in the adult world, many ofthe 
language and literacy practices expected of him at school seem to be alienating (see 
his treatment of the Writer's Centre in his classroom and his teacher's process 
14 See, for example, among many others: Bigum & Green 1992; Cummins & Sayers 1995; Freebody 
1992; New London Group 1996; Taylor & Saarinen 1994; Walkerdine 1990. 
Chapter 6: Conclusion 369 
approach to writing; chapter 5, section 5.2c). Much the same could be said for 
Nicholas, and doubtless many other students as well. Accordingly, in light of Jacques' 
case particularly, some teachers may need to rethink the kinds and range ofliteracy 
practices they are promoting in their class, and what they count as 'being literate'. 
In addition, and with the various time and role related constraints acting on teachers 
in mind, my findings suggest that some teachers may also need to examine the content 
they are using to teach language and literacy skills, knowledges, and processes. Layla, 
whose literacy practices include playing Nintendo, writing letters to friends, reading 
teen zines, and talking for hours on. the telephone, professes a deep lack of interest in 
writing a book report on Ash Wednesday (circa 1960) for their relieving teacher. On 
the other hand, although she does not necessarily 'enjoy' them, she identifies the 
language and literacy practices her regular teacher engages her in as being more 
meaningful and engaging. These include, among many other examples: being taught 
how to research and write a library-based "research report", being taught various 
strategies for analysing and organising information to suit a range of (largely school) 
purposes (e.g., 'compare and contrast', 'list and describe', 'cause and effect', 
'problem and solution' organisational strategies for texts she produces), and being 
given opportunities to present completed tasks in a variety ofways (e.g., by means of 
a debate, a poster, role plays, etc.). In addition, her teacher, Mr Wills, regularly draws 
students' attention to links between text types and methods of organisation and their 
possible uses out of school. 
Indeed, findings from the present study suggest that students more readily engage 
with language and literacy learning experiences when meaningful and purposeful links 
are established by their teachers between what is learned at school and students' 
everyday lives. Taylor and Saarinen (1994, Telewriting 2) support my claim when they 
chide people who bemoan the 'fact' that young people no longer read 'as we did at 
their age'. They wryly suggest that the problem may not lie with these young people, 
but with the kinds of texts to which they are given access. To this I add that much of 
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this perceived 'literacy crisis' could also be due to what they are being made to read 
and write at school15 . 
As previously mentioned, I am also convinced that teachers need to be aware of, and 
able to analyse at least some aspects of, current and wide-reaching social changes and 
conditions iflanguage and literacy learning in classrooms is to have currency beyond 
schooling (and I believe that as much of it as possible should). Or, at the very least, 
they need to be able to understand language as a social practice. I am not claiming that 
such understandings are easy to come by; nevertheless, I believe them to be important 
enough to explore - at the very least - in light of the present study. 
For example, students like Nicholas provide indices of the extent to which text 
processing has changed dramatically in the past decade. For him, drafting texts by 
hand is tedious and inexcusably labour intensive. Using a computer enables him to 
write more efficiently and more effectively, which he does at home. Indeed, at home 
he has long been apprenticed to a technological Discourse that is apportioned high 
status and employment opportunities in society in general. However, this expertise has 
virtually no currency in his classroom as an aspect of either technological or literacy 
practice as constructed by his teacher and indeed, by his school. Although Nicholas' 
teacher is in one sense disadvantaged by not having a computer in his class all year 
round this does not have to be an insurmountable problem as discussed above. In 
addition to finding alternative ways of exploring technology as a social practice by 
means of magazines and newspapers, Mr Lasseter could perhaps make the sites of text 
production in his class more flexible so that students use computers in other 
classrooms or at home to complete writing or designing tasks, or initiate a tutoring 
system whereby the Year 7 students are responsible for teaching Year 1 students a 
range of technological skills and processes. Once again, however, this points to the 
need for teachers themselves to understand technology in terms of social practices 
15 See, for example, Nicholas' subversion of a reading session based on a book taken from a commercial 
reading development scheme (i.e., a basal reader, and reported in chapter 5, section 5.ld), Jacques' 
elaborate strategies for avoiding reading and writing, and Layla's anguished whisper to her 
tablemates, "God, get me out of here!", as the relieving teacher read a story to the class from a basal 
reader. 
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rather than in terms of instrumental learning outcomes (cf, Anderson 1995; Bigum 
& Green 1992). 
Perhaps, to paraphrase Taylor and Saarinen (1994, Interstanding 10), the current 
'literacy crisis' that is said to be plaguing (yet again) Queensland primary schools may 
not be an absence of or decrease in skills, but rather, that new forms ofliteracy and 
being literate arising in our communities are not being appreciated or sufficiently 
accommodated (cf, Rushkoff1996, p. 3-13). Indeed, Nicholas is far from an unusual 
case in primary schools (Smith, Curtin, & Newman 1995). Perhaps one way of 
capitalising on students' technological expertise in a classroom where the teacher is 
unfamiliar or uncomfortable with all things technological may be to reconfigure - at 
various moments - teacher and student roles when working with computers in class. 
In this way, student expertise is recognised and capitalised on, and the teacher comes 
to. understand more technical aspects of working with computers. This has already 
proved successful in a range of classrooms (Papert 1993). However, this kind of role 
exchange does not mean an abdication of pedagogical responsibilities for the teacher. 
Indeed, it seems to me that teachers have important roles to play in providing students 
with opportunities to theorise - or at least come to some sort of meta-level 
understanding of - their technological literacies in terms of a wide range of social 
practices (cf, Pacey 1983). 
A final point to be made here focuses on the exuberant and playful language practices 
in which Nicholas, Jacques, Layla, and Hannah participated outside their respective 
classes. Each used such language in quite specific ways, yet all four obviously derived 
much pleasure from experimenting and playing with language. For example, Hannah 
used language to explore a range of identities and subjectivities in her skits, such as 
singing in a husky voice, "I'm too sexy for my body, too sexy for my cat" as she 
flounces down a make-believe runway to shrieks of laughter from her classmates and 
teachers in an obvious parody of models, fashion show glamour, and television music 
videos. Layla often used lines or personas from movies she has seen to make her close 
friends laugh, or to challenge or parody traditional roles, such as when a boy is 
bothering her and she turns to him and says breathily, "Hello, gorgeous" and pouts 
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Marilyn Monroe-style, reducing the boy to stammers and blushes and her friends to 
tears of laughter. 
Nicholas and his mates also seemed to thoroughly enjoy commentating on their 
clowning around on the basketball court and using a particular style of language that 
seemed to be a distinctive mix oflanguage used in North American soap operas and 
movies, as well as ways of speaking used by sports commentators. An example of the 
latter is found in the way Nicholas reported on the state of a player who was knocked 
over during a bid for the ball in a fast-paced game. After checking to see if his mate 
was all right, Nicholas calls out to no-one in particular, "It's all right folks, he'll be 
okay. And the game has re-sumed!" as he intercepts a pass and tries for a basket. 
Jacques, too, uses language exuberantly and distinctively - particularly when mucking 
around with his older brother. For example, during rehearsals at Drama School, 
Jacques and Gilles repeatedly innovated on the script and characters to create their 
own stories within stories. Jacques' character was supposed to be a reasonably 
seasoned gangster, and Jacques experimented with different ways of delivering his 
lines, such as using a high-pitched winsome voice, drawling them cowboy-style, 
saying his lines but without any sound then pretending to tum a volume knob and 
speaking more and more loudly, and so forth. Ne&iless to say, his drama teacher soon 
became frustrated, but Jacques and his brother (who was experimenting in similar 
ways) found it hilarious. 
I found such language practices fascinating, and believe them worthy of more 
sustained investigation. In addition, I believe that perhaps space should somehow be 
made for such language practices in classrooms. The instrumental approach to genres 
and social purposes promoted in the syllabus could perhaps, to some extent, be 
pushed beyond narrowly functional terms by including playful, exuberant, and creative 
language uses and purposes (cf, Buckingham & Sefton-Green 1994). Once again, 
however, my suggestion runs up against the problem of how to avoid reducing such 
language uses to merely 'school literacies'. This, too, is material for additional 
research in subsequent work. 
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As a proviso before moving on to the next section, the previous discussion has 
deliberately focused on teachers, not because I see them as 'guilty' of a range of 
teaching 'sins', but because teachers comprise the most likely and effective agents of 
change in relation to enhancing language and literacy education in Queensland primary 
schools. Indeed, as previously mentioned, the introduction of a new syllabus does not 
guarantee change for better or for worse on its own. It requires, at the very least, 
active and informed engagement on the part ofteachers. 
In addition to producing literate students of one sort or another, schools are also 
involved in the production of particular kinds of 'citizens'. This is discussed below. 
(ii) The production of particular kinds of citizens 
Schools are public institutions and are expected by society to equip students with the 
necessary skills, processes, knowledges and attitudes that will enable them to access 
personal and social wellbeing16. If the 'language as resource' rationale that informs the 
Queensland English syllabus is followed to its logical end point (see chapter 2, section 
2.4), then teachers need to consider the kinds of citizens they are helping to produce17. 
Indeed, Jim Cummins and Dennis Sayers' (1995, p. 82) observations about the present 
role of schooling are startlingly pertinent to the current language and literacy 
education situation in Queensland, and are worth repeating at length. 
Public [and private] schools serve the societies that fund them, and they 
aim to graduate students with the skills, knowledge, and values necessary 
to contribute to their societies. In other words, an image of the future 
society that students will help form is implicit in all the interactions 
between students and educators in school. The dilemma for educators at 
16 See for example: Australian Education Council 1994a & b; Dawkins 1991 a & b. 
17 As indicated earlier (see chapter 1 ), I use the term 'citizen' as a trope for describing the ways in which 
people are constituted by the interactive webs of relations of which they are a part. Being a citizen in 
this sense also includes - along one dimension - a raft of responsibilities for others, and - along another 
dimension - rights to opportunities for accessing and maintaining an acceptable quality of life. 
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the turn of the millennium is that no consensus exists in the broader 
community about the nature of the society schools should be attempting 
to promote (Cummins & Sayers 1995, p. 82). 
This lack of consensus is a complex issue, and one that is exacerbated by the 
difficulties attending any attempt to try and predict the futures of current students. 
Layla is a case in point18 . To reiterate, when I first met Layla, she was rated by her 
Year 6 teacher as 'average', and my time spent with her in Year 7 reconfirmed this 
assessment. Moreover, Layla indicated that as an adult she would probably become 
a nurse or "someone who works with animals". She did not seem interested in 
working in her father's tiling business, or indeed, in any business. If I were to predict 
Layla' s life trajectory two years ago when she was just completing Year 7, I would 
have expected her to remain an average student at high school and to take up a 
traditionally 'feminine' job requiring face-to-face interaction with clients, customers, 
or patients (cf, Reich's in-person service worker, 1992, p. 172). Two years on, 
however, Layla is performing at a level way above average at secondary school, is 
actively involved in team sports once again, plans on becoming a doctor, and as I 
write this, is currently in Japan for two weeks staying with a host family, attending 
school, and being apprenticed to range of additional D/discourses. 
Two years ago, I could never have predicted this path for Layla from the possible 
Discourse memberships I had identified as coordinating her everyday life. In retrospect 
it may be possible to identify which Discourses laid the foundations, as it were, for 
such dramatic changes in Layla's school performance and aspirations. Nevertheless, 
the unexpectedness ofLayla's current trajectory certainly challenges Delpit's (1993, 
p. 286; 1995, pp. 152-166) claims that Gee's D/discourse theory is dangerously 
deterministic. 
18 All four young people have changed over the past three years since I first met them during the pilot 
study. Nicholas now wants to be a composer instead of a lawyer, and along with a group of friends has 
already sung his own compositions during Church services. Jacques appears to be less anxious about 
secondary school than he was about primary school; among other things, a much-respected teacher 
has helped Jacques to enjoy - and be successful in - mathematics. Hannah has appeared in the chorus 
of a number of school musicals, is doing well at school, and now is deciding between becoming a 
teacher or a marine biologist. 
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In addition, it seems to me that trying to predict the social outcomes that will be 
obtained by introducing certain approaches to language and literacy teaching ( cf., 
New London Group 1996; see also chapter 1) is a difficult, if not an impossible task. 
Nevertheless, this does not mean that educators can teach only for the present. 
Perhaps one possible approach is to equip students with a repertoire of potentially 
transportable skills in, knowledge of, and understandings about language and social 
practices, coupled with the provision of opportunities and contexts that require 
students to adapt these skills, understandings, and so forth to meet a range of 
purposes. In so doing, students are also provided with opportunities for developing 
meta-level understandings oflanguage. This is explored in the following section. 
(iii) Possible approaches to enhancing language and literacy classroom practices 
Discussing possible ways of enhancing classroom language and literacy practices is 
not a matter of simply superimposing the findings from my four case study 
participants' everyday practices onto existing classroom practices. My study was not 
designed to develop, implement and evaluate a program of work that would claim to 
address all of the issues raised in preceding sections. The diverse array ofDiscourses 
coordinating and constituting present classroom language and literacy practices, 
teachers, and their students call for more complex responses than 'interventionist' 
programs (e.g., Reading Recovery, Support-a-Reader, etc.). In addition, what follows 
is largely speculative in terms of language and literacy education in Queensland 
primary schools and my own teaching and research experiences. Thus, the remainder 
of this chapter is less a discussion of actualities, and more a process of setting future 
teaching and research agendas for myself 
Although a larger aim of my study was to inform and enhance current language and 
literacy education, I did not assume that I would arrive at any clear cut 'answers' to 
problems I uncovered in the course of the study. I was, instead, interested in 
investigating the range of these four students' language practices, and how these 
compared with the (reduced) range oflanguage that can be admitted into classrooms. 
Accordingly, the ideas I offer here are merely possible starting points among many for 
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enhancing the range of language practices made available to students, and the ways 
in which they are made available in classrooms. 
To begin with, there are a number of exemplars available to teachers whereby various 
teachers (and sometimes university educators) have explored ways of teaching about 
language and literacy that contextualise language use within social practice. These 
approaches include self-reflexive or meta-level thinking processes in their curricula so 
that students are actively engaged in learning about their worlds, as well as about the 
ways in which each class member is coordinated by the social and language practices 
of their families, their school, and the various social groups to which they lay claim. 
Charles Bazerman (1992), for example, wrestles with the complexities of classroom 
language and literacy practices and the situated, multiple, and shifting contexts that 
are coordinated and negotiated within them. For Bazerman, enhancing classroom 
practices is not so much about finding better ways to teach text processing, but about 
developing meta-level understanding of the classroom as a complex social 
construction set within an institutional framework. Such understandings - insofar as 
they can be made conscious - may enable teachers and students, according to 
Bazerman, to become aware of (at the very least) their own socially constructed 
identities, subjectivities, and roles (1992, p. 26; see also Buckingham & Sefton-Green 
1994, p. 118). Bazerman, unfortunately, does not offer specific teaching strategies for 
developing students' meta-level understandings oflanguage practices. 
Possible ways of facilitating such meta-level understandings may be made available by 
means of ethnographic approaches to language and literacy education. Indeed, there 
is a raft of studies available that have monitored and evaluated the use of ethnographic 
processes in primary school classrooms19. These studies have contributed directly to 
the ideas I discuss briefly below. 
19 See, for example, among many others: Darder 1991; Green & Yeager 1995; Heath & McLaughlin 
1994;Heath&Mangiola 1991;Moll1992; ThomasandMaybin 1997; Torres 1997. 
Chapter 6: Conclusion 377 
Thus, for example, students could be provided with opporturut1es for being 
apprenticed20 to (suitably modified) ethnographic ways of collecting information and 
interpreting it in relation to patterns of social practices21 . I would not expect students' 
findings to be theoretically sophisticated; nevertheless, this kind of approach has been 
used successfully with even Year 1 students who have investigated, for example, the 
kinds of texts produced in the course of certain social practices (e.g., being a school 
principal, being a shopkeeper, being a bus driver, etc. See, for example Heath 1983, 
pp. 315-342). 'Student as ethnographer' approaches have been shown repeatedly to 
enhance - among other things - students' conventional school-based assessment 
scores, even when such students are perceived by many to be most at risk as 
leamers22. 
In addition, perhaps adopting explicitly social and collaborative (rather than principally 
linguistic and/or direct teaching) approaches to language and learning in classrooms 
might create opportunities for countering the formulaic tum genre approaches to 
language education seem to have taken in Queensland primary schools. For example, 
teachers adopting a social and collaborative approach might have students explore a 
.range of social practices and their accompanying texts that students themselves have 
collected or nominated. These explorations might meaningfully link these properties 
to past, present, and possible future social purposes and practices. 
For example, Neil Anderson, working at Monkland State Primary School involves his 
Year 5 students in - among myriad other things - scripting, producing, and advertising 
short movies, created using Microsoft's 3-D Movie Maker CD-ROM. In this small 
20 That is, in ways approximating Rogoff's sense of apprenticeship as closely as possible within the 
constraints of the classroom. 
21 Such modifications would include: focusing on one or two specific dimensions of- or concepts held 
by - a particular group of people, a teacher-set timeline for collecting data, the teacher providing a 
database from which to launch investigations, data may need to be brought to the classroom in the 
form of guest speakers and borrowed or found artifacts rather than having students work exclusively 
'in the field', etc. 
22 See, for example among others: Egan-Robertson & Bloome 1997; Green & Yeager 1995; Heath 
1983; Heath & Mangiola 1991; Hull & Rose 1994. 
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town, going to the cinema or watching videos is an important part of many of these 
students' lives. It is difficult, however, to assess the extent to which students regarded 
this work as purposeful and meaningful, although I am convinced that many of these 
students developed at least some meta-level understanding of the language practices 
involved in producing and promoting a movie. Indeed, the six or so students I spoke 
with (20 students in the class altogether) commented on how making a movie changed 
the way they thought about television and films. Many of these students also 
commented on the kinds oflanguage they had needed in order to advertise their movie 
effectively. 
Cummins and Sayers (1995) also document a host of collaborative and interactive 
community projects that are mediated by electronic technologies and that span 
continents and levels of schooling. Such projects, I am convinced, hold much potential 
for generating contexts and purposes for producing meaningful texts and for 
amplifying primary school students' opportunities for participating in a range of webs 
of interactive relationships (see also McWhirter 1996a & b; Salza 1995). Accordingly, 
part of the future agenda I have set for myself as a result of the present thesis includes 
working with teachers and primary school students, and using key concepts and 
methods from critical literacy along with C. Wright Mills' (1959) concept of 
'sociological imagination'. To have 'sociological imagination' is to be able to relate 
biography and structure, which may be a condition for larger social imagining (cf, 
Searle 1993). For me, this includes a sense of self as constituted by interactive webs 
of social relations and practices23 . I have a strong hunch that this can be done - with 
varying degrees of sophistication - at all levels of primary schooling. 
Although some would argue that these approaches are idealistic, documented 
outcomes of such pedagogy suggest otherwise24. Thus, as an educator interested in 
maximising students' life chances and general quality of life for the good of the 
23 See, for example, the important work already done by: Chris Searle and his school community (1993), 
teachers documented in Cummins and Sayers ( 1995), project leaders reported by Howard Rheingold 
(1994). 
24 See, for example: Cummins & Sayers 1995; Salza 1995; Searle 1993. 
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majority, I hold fast to sound educational practices - such as those signposted above -
that aim for such outcomes. Indeed, this position is endorsed by the Boys and Literacy 
professional development program: 
becoming literate, or more importantly, becoming critically literate, offers 
opportunities for boys as well as for girls, to arrive at new insights into 
personal and social relations; to understand the construction of their own 
selves as contemporary social subjects; and to recognise the ways in 
which various social language practices have become naturalised and 
normalised within everyday talk and action. It assumes that literacy 
competence is a crucial requirement for active and informed citizenship, 
and a critical component in moves towards a more equitable and just 
society (Alloway et al. 1996, pp. 1-2; original emphasis). 
Nevertheless, there are a number of problems inherent in ethnographic or 
'sociologically imaginative' approaches to language education, not least ofwhich is 
the danger that over-use may turn such approaches into just another way of'doing 
school'. In addition, such projects may not capture students' interests or imaginations, 
particularly when the ethnographic projects are designed by the teacher to meet 
particular syllabus directives and specific teaching agendas ( cf, Morgan 1994). This 
is indeed a potential problem requiring further consideration and investigation. 
Thus far I have discussed a number of possible ideas aimed at enhancing language and 
literacy education in classrooms. To finish here, however, would be to overlook a 
significant dimension oflanguage and literacy education; that is, teacher education and 
the social construction of certain kinds of primary school teachers. 
6.3c Implications for teacher education 
In Queensland, there are two major institutions responsible for language and literacy 
teacher education: the universities, which provide undergraduate and postgraduate 
training, and the Department of Education, which provides professional development 
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services and other support programs for teachers25 . 
Recent times have witnessed the introduction of a brace of diagnostic and intervention 
programs and tests designed to 'catch' and 'fix' students in Year 2 and Year 6 who 
are experiencing difficulties in reading and writing. These programs and batteries of 
tests include: the Year 2 Diagnostic Net, the Year 6 Test, Reading Recovery, and 
Support-A-Reader. Ironically, however, these various diagnostic and 'redemption' 
instruments are grounded chiefly in practices that value code-breaking rather than 
text-use or text-analysis (e.g., they focus on accuracy in reading aloud, alphabet letter 
identification, word and single image matching, scribing decontextualised dictations, 
etc.). 
As previously explained, implementation of these intervention and diagnostic 
programs has been dictated by the state government, rather than by the Department 
of Education. Consequently, large amounts of funding have been made available for 
training teachers as Reading Recovery specialists, and for resourcing intervention 
programs developed in response to the outcomes of the Year 2 Diagnostic Net and 
Year 6 Test. Little funding has been allocated to continuing syllabus inservicing 
programs, despite the recency of its implementation. The English syllabus appears to 
be rapidly becoming a poor cousin in language and literacy stakes in Queensland, and 
teachers have already expressed confusion as to which documents they are to be held 
accountable to. 
Thus, teacher education in universities may hold possibilities for addressing some of 
the theoretical and pedagogical tensions that exist in language education in 
Queensland (c£, Freebody 1993). For example, teacher educators, especially those 
working at undergraduate levels, could work towards providing student-teachers with 
the wherewithal to critique - and modify where necessary - current moves in language 
and education in Queensland and beyond. In addition, it seems to me that in order for 
25 The respective education offices for Catholic and Lutheran schools in Queensland also provide 
professional inservice opportunities. However, the following discussion focuses on the Department 
of Education because it is responsible for the majority of practising teachers in Queensland. 
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student-teachers to understand and implement the Queensland syllabus effectively, 
they need to have a sound sociocultural theory (and a repertoire of compatible 
teaching strategies) oflanguage and literacy, and a concomitant theory of how best 
to teach language and literacy in primary school classrooms. 
(i) Dldiscourses, social change, and student-teachers 
Like classroom teachers, student teachers are coordinated and constituted by a diverse 
array ofDiscourses and any suggestions for enhancing language and literacy education 
must necessarily take these into account. Accordingly, it seems to me that student-
teachers may also benefit from opportunities to investigate language and literacy 
pedagogy in explicitly social, rather than only textual, ways. 
One possible approach may be to involve student-teachers in investigating 
interrelationships among the individual, discourses, and the social (i.e., Discourses). 
This might be done by a number of means, including: short-term individual or small 
group studies of primary school students' language practices, or student-teachers' 
analyses of case studies of students similar to those generated in the course of the 
present study. For example, I am already using all four cases from the present study 
in lectures and tutorials to encourage student-teachers to think about the range of 
language and social practices their own students may bring to the classroom, and how 
this compares with the range promoted in the English syllabus. 
In time, I hope to be able to develop ways of engaging student-teachers in developing 
their own metalevel understandings of classrooms as socially constructed contexts, 
and how the Discourses coordinating classrooms practices also coordinate what 
counts as 'being literate'. This is not a straightforward matter, given the complexities 
and constraints characterising primary teacher education as currently configured in 
many Australian universities. Moreover, it is also difficult to know the degree to 
which these student-teachers would use meta-level and sociocultural understandings 
of language and social practices obtained at university in their own classrooms. 
Nevertheless this is an avenue worth pursuing in subsequent teaching and research 
work. 
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Numerous educators have trialled collaborative working relationships among schools 
and faculties of education, with mixed degrees of success. Perhaps one of the most 
promising models of such collaboration is that enacted by the Santa Barbara 
Classroom Discourse Group and a number of schools throughout Santa Barbara26. 
Although the university students involved in these collaborations are generally 
postgraduate students, I believe there is much in this model that could be transferred 
successfully to undergraduate teacher education in Queensland and elsewhere. In the 
Santa Barbara Classroom Discourse Group model, the teachers, lecturers, and 
university students work towards a common aim of establishing effective learning 
opportunities for primary and secondary school students that link in various ways with 
the wider community. Emphasis is on inquiry rather than content within the 
classrooms involved in this collaboration. 
For example, Year 5 students are equipped with ethnographic strategies for gathering 
and sorting information about themselves and their communities, and/ or provided with 
historiography techniques for documenting changes in groups or practices over time 
(Lin 1993). There are exciting possibilities within this model for developing critical 
literacy strategies with these primary school students, who hail from diverse cultural 
and experiential backgrounds. Moves in this direction are underway, for example, with 
the 'Tolerance Project' which includes investigating 'points of view' in event 
reporting (e.g., Yeager, Floriani & Green 1997). Other programs, such as those 
reported by Heath and McLaughlin (1994), model effective ways of working with 
inner city students' funds of knowledge and their everyday lives within particular 
communities. Graduate students are also involved in such programs, and learn much 
in the process. 
Working from these examples, further strategies may include - in my own teaching 
situation- encouraging student-teachers to make meaningful connections between 
language and literacy theory and classroom practice through project work that 
requires them to design and implement language and literacy programs or units of 
26 See, for example: Floriani 1994; Green & Yeager 1995; Lin 1993; Putney 1996; Santa Barbara 
Classroom Discourse Group 1994, 1996; Yeager, Floriani & Green 1997. 
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work grounded in sociocultural theories of language. Perhaps these programs could 
be developed in conjunction with effective classroom teachers, teacher educators, and 
specific school student groups. Ideally, these programs would also draw directly on 
various communities as sources of expertise and 'real world' practices. 
In addition, student-teachers could be encouraged to reflect on, theorise and justify 
the language and literacy learning experiences they help orchestrate for their students. 
In turn, classroom teachers involved in such collaboration may have increased 
opportunities for enhancing their own understandings of what counts as literacy and 
being literate in their classrooms, and to analyse how consonant this is with larger 
social practices and changes. 
Furthermore, I believe that student-teachers would benefit from learning experiences 
similar to those outlined earlier for primary school students whereby student-teachers 
are provided with opportunities for exploring everyday language practices in a wide 
range of contexts. This may include, for example, finding ways of apprenticing 
student-teachers to meaningful ways of teaching language and literacy in a period 
marked by a proliferation of computer mediated communication and information 
sharing. The International Education and Research Network (I*EARN) and its 
community-oriented projects, for example, appear to hold much potential for 
facilitating such apprenticeships in teacher education courses ( cf., Salza 1994). This 
is yet another avenue to explore in subsequent work. 
There are, however, a number of drawbacks and constraints accompanying these kinds 
of collaborations. Often they are extremely labour intensive for student-teachers, and 
classroom and university teachers, and usually require long-term commitments from 
schools and university departments and stability of conditions and personnel. Funding 
is also an issue to be considered; at present in Queensland and elsewhere in Australia, 
classroom teachers receive payment for each student-teacher they have in their class. 
The kind of collaboration I have in mind would not work under this existing model. 
Despite these problems, I am convinced that there is room in Brisbane and elsewhere 
for developing fruitful collaborative interrelationships among primary school students, 
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classroom teachers, student-teachers, and university teachers. This sets in place an 
important agenda for my own continuing work within language and literacy education. 
6.4 A (PROVISIONAL) CONCLUSION 
Recent state mandated approaches to language and literacy education - such as 
Reading Recovery and the Year 2 Diagnostic Net - and aspects of the Queensland 
English syllabus jar with current and widespread sociocultural understandings of 
language, literacy, and what it means to be literate in present times. Approaches to 
language and literacy education that are out of touch with present times face serious 
problems oflegitimation. Within this concluding chapter I have attempted to sketch 
some ideas for further work in a number of feasible directions within language 
education in Queensland and perhaps elsewhere. None of the ideas I present poses as 
an answer to the dilemmas raised in trying to explore - perhaps somewhat idealistically 
- what exemplary language and literacy practices in classrooms might look like. 
Perhaps the only possible response to make is that any investigation into language and 
social practices is necessarily complex. This, I believe, has been a strength of the 
present study. 
Such complexity can never be pinned down in its entirety, and there are no simple 
answers. Investigations of language and social practices, I have found, are at once 
frustrating and intriguing, and there is always room for pushing beyond current 
formulations oflanguage as a social practice in our attempts to more fully understand 
ourselves as social beings who construct and are constructed by the language we use 
in our everyday lives. 
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APPENDIX 2.1 
At each. Y~arievel, ~tudents will develop the ability to use a ~~l~c#~ri..~f~p~~~h~ri~ ~~@g~f~~.ff~II) ~~h ~(th~ 
g~~~i"ic~~t~i9n~~ as they speak, listen and view. 
Overview of sequence 
Years 1-3 Years3 -7 Years 7-10 
Literary types As for Years I -J plus: As for Years J -1 plus: 
to create, to entertain, to move 
Narratives -to narrate events prose: story (anecdote, prose: story (yarn, folk story, prose: story (tall tale, allegory (l, 
traditional story (l), fantasy fable, parable (l) ... ), television V) ... ) 
story, fable (l) ... ), narrative film programs (soaps. sit corns ... ), 
(V) narrative film, video games 
verse: rhymed verse, action verse verse: ballad (l) verse: ballad 
drama: playmaking, puppet play, drama: readers' theatre, radio drama: street theatre 
pantomime (V), mask drama, drama, pantomime 
television programs (cartoons, 
television drama (V) ... ) 
Non-narratives- to reflect prose: joke prose: public speech, debate prose: eulogy, formal debating 
upon events and issues 
verse: lyric poem (R), song verse: lyric poem, limerick verse: poem/song of social 
comment, dramatic monologue, 
sonnet 
drama: improvisations, games drama: documentary drama (V), drama: film/video clip, oration 
skit, sketch 
Non-literary types As for Years I -J plus: As for Years J -1 plus: 
to communicate, to inform, to 
persuade 
Transactions- to negotiate greeting/farewell, invitation, vote of thanks, meeting, informal job interview 
relationships, information goods apology, introduction, buying/ debate 
and services selling, group discussion, 
interview, complaint 
Procedures- to direct message (including telephone), 
instructions, directions 
Reports - to report on events, personal recount, message, commentary, information report, 
phenomena, issues observation/comment, description radio news report, television news 
report 
Expositions- to explain and explanation, television radio news feature, television analytical exposition, hortatory 
analyse events, phenomena, issues commercial news feature, radio commercial, exposition, documentary 
persuasive speech, discussion, 
book talk 
Note: (l) indicates listening only and (V) indicates viewing only. 
Source: (DEQ 1994a, pp. 28) 
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APPENDIX 2.1 CONTINUED 
At ea~h Ye~r level, st.ud~nts will develop the ability to use a s~lt!cti~n ()f~ih¢~ ~~~ Yi#J~Ig~6t~~3$J:ri ~~~f'l clf tij~ 
gerieii~ c~t~gori~s as they write, read and view. 
Overview of sequence 
Years 1-3 Years3 -7 Years 7-10 
Literary types As for Years 1-J plus: As for Years J -1 plus: 
to create, to entertain, to move 
Narratives -to narrate events prose: short story (traditional prose: personal diary entry, novel prose: narrative film (R & V), 
story, cartoon strip (R, V), photo (R), story (yarn, parable, story (tall tale, short story, 
story, picture story, fantasy story, adventure story, cartoon strip ... ), allegory ... ), autobiography 
fable (R) ... ), narrative film story board, biography 
verse: rhymed verse (R) verse: ballad verse: epic (R), dramatic 
monologue (R) 
drama: drama: plays drama: 
Non-narratives- to reflect prose: caption prose: caricature, personal prose: current affairs, cartoon, 
upon events and issues journal entry, public speech photo essay, eulogy (R) 
verse: lyric poem (song (R) ... ), verse: lyric poem (ode ... ), verse: lyric poem (haiku, 
acrostic poem formula verse (senryu, cinquain, poem/song of social comment, 
terquain, limerick ... ) sonnet. .. ), formula verse 
(clerihew ... ), dramatic monologue 
drama: drama: short play (R) drama: oration, film script, short 
play 
Non-literary types As for Years 1-J plus: As for Years J-7 plus: 
to communicate, to inform, to 
persuade 
Transactions- to negotiate greeting, invitation, introduction, apology, interview, display letter of application, classified 
relationships, information goods computer software programs advertisement, questionnaire, advertisement 
and services television program guide, film 
poster 
Procedures- to direct environmental signs (R) message, directions, instructions 
meeting agenda 
Reports -to report on events, personal recount, specialised graph/table, message, journal minutes of meeting 
phenomena, issues recount (factual, historical. .. ), entry, learning log entry, 
description, information report, investigation 
observation/comment, note- report, newspaper/television news 
making, personal letter report 
Expositions- to explain and explanations (R, heard and read explanation, complaint analytical exposition, hortatory 
analyse events, phenomena, issues aloud) exposition (editorial. .• ), radio/ 
television news feature, 
newspaper/magazine article, 
discussion, review 
Note: (R) indicates reading only and (V) indicates viewing only. Source: (DEQ 1994a, pp. 29) 
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APPENDIX 2.2 
Invitations and replies: transactional genres 
Transactional gemes are 
characterised by: 
o interaction 
o interactive response 
in a closely related 
second text 
o interactive response 
in a closely related 
second text 
Social purposes of 
transactional gemes 
include negotiating: 
o relationships 
o goods and services 
o information 
Invitations and replies are two of a great many kinds of interactive texts 
referred to as transactional gemes. 
The characteristic that may best distinguish transactional gemes from most 
other gemes is the kind of interaction that is involved between the 
interactants in the language activity. 
In these gemes, one interactant initiates the exchange and the other directly 
responds, sometimes within the same text or sometimes in a second text that 
is closely related to the first. 
Responses within the same text are usually found among spoken texts where 
the participantsd take turns to speak, for example when ordering a meal from 
a restaurant menu. 
Non-spoken examples of interactions include: 
• money transactions at automatic teller machines 
indicator lights at intersections 
nods, smiles or waves as people acknowledge other in a passing greeting 
• raised eyebrows and a pointing gesture to a chair as an offer of a seat 
• computer interactions with word-processing programs, databases, 
simulations, games 
proformas designed for completion by others such as driver's licence 
application form 
Response in a closely related second text include: 
• the reply to a written invitation 
• the response to an advertised job vacancy 
Furthermore, some transactional gemes may include physical interactions as 
well as verbal ones. For example, a physical exchange occurs in many 
service encounters, such as the handover of goods from seller to buyer, the 
exchange of money at the checkout counter, or the delivery of a pet to a 
veterinary surgeon in preparation for a consultation. 
Physical interactions may, in turn, produce verbal ones. Responses such as, 
There you are ... or Here we go ... often accompany the handover or physical 
exchange. 
The specific purposes of transactions vary and, consequently, there are a 
number of transactional gemes. 
Many examples of the varying purposes of transactions and their related 
gemes can be identified. 
Greetings and farewells, invitations and replies, introductions, apologies and 
votes of thanks involve negotiating relationships. 
Buying and selling, making an appointment and confirming arrangements, 
involve negotiating goods and services. 
Class, small group and panel discussions, meetings of clubs and 
organisations, interviews, questionnaires, proformas, computer interactions 
involve negotiating information. 
Source: (DEQ 1994d, pp. 32) 
Appendices 425 
APPENDIX 2.3 
THE SORTING GAME 
Date 
Name: 
---------------------------------
School: ________________________________________________ ___ 
Circle the statement that describes you: 
I am a girl. I am a boy. 
You need two pens, each a different colour. Circle one of the headings below in one 
colour, and the remaining heading in the other colour. Both headings and original 
texts (pieces of writing) are about snakes. Now, match all the words and phrases to 
their original heading by circling each one in the same colour as you circled the 
heading. Be sure to circle every word or phrase only once. 
Heading 1: Heading 2: 
THE SNAKE IN THE BATH SNAKES 
Anna have streamlined bodies clean the bath 
are pOisonous all snakes there are 
nasty I live on the ground 
snake's head appeared lack eyelids Suddenly 
shed their skin For an instant 2, 700 species 
killed the snake twisted and turned can digest bone 
then kill their prey 
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Balinese customs 
In addition to making offerings at temples on certain days throughout the year the Balinese have 
ceremonies to mark certain times in the lives of their families. 
Birth and babies 
A feast is offered early during the pregnancy, in order that the baby may receive God's blessings, and also 
with the purpose of educating it by reciting stories in the presence of the mother-to-be about the greatness 
and virtues of kings or the famous characters derived from the ancient Hindu epics of Ramayana and 
Mahabarata. 
Whenever a baby has just been born, a ceremony is held for the planting of his placenta-that is the 
organ through which the baby was fed in its mother's womb. This placenta is put into a coconut shell and 
then planted near the house. On top of it is built a small bamboo worship-house with altar for placing 
offerings. The Balinese believe that the placenta is like the brother or sister of the baby that was with it 
in the womb. They believe it must be looked after too, or it will interfere with the baby's life in the world. 
When the baby is three days old, a simple feast is offered, just to commemorate the birth. On its forty-
second day a more elaborate ceremony is made, where the baby is given its first bath. On this occasion 
usually a Wayang (shadow puppet) performance is given, and the baby is allowed to touch the earth for 
the first time. At the age of 105 days another ceremony takes place which is called the three months 
ceremony. 
Anniversaries 
A Balinese celebrates his anniversary every 21 0 days, which is equal to one Balinese year. On his first 
anniversary the child receives his name and a big feast takes place, but later birthdays are usually 
forgotten. 
A Balinese boy reaches adulthood at the age of seventeen and a Balinese girl at the age of fifteen. A boy 
usually has a simple celebration by making offerings, but in the case of a girl it is quite an important event, 
where the custom of filing the teeth is performed. 
Filing the teeth 
The people of Bali are obliged to file their teeth. They believe in the existence of evil enemies called 
sadripu in the life of men. In order to be able to defeat these six demons, the front teeth including the 
canines are filed off If a Balinese dies without having his teeth filed, the ceremony is performed after the 
death. The ceremony of filing the teeth is often a big occasion. 
Marriage 
Marriage customs vary from village to village. The two most popular forms of marriage are marriage by 
request and marriage by eloping (running away together). 
The first form simply involves the young man going to the girl's parents bearing gifts and asking if 
he can marry the girl. This custom is less common because it is more expensive and is usually confined 
to the nobility or among close relatives. 
The second method is more popular because it is cheaper and also more exciting. Running away with 
one's bride is considered to be acting like the romantic hero Arjuna in the Mahabarata epic. The couple 
decide to run away. On the arranged day the bridegroom comes to the girl's house and 'kidnaps' his bride. 
Usually they go to a :friend's house by car. The girl's family pretends to be very worried. The angry father 
is supposed to search for his 'kidnapped' daughter. A messenger is sent to inform the parents who usually 
know the bridegroom and realise their daughter has gone away willingly. Meanwhile the young couple 
that have eloped undergo a small religious ceremony. They make offerings to Ibu Pertiwi the goddess of 
the earth. Later the entire village is invited to a formal wedding ceremony. The couple are blessed by the 
priest and prayers and offerings are made to ancestors and house hold gods. 
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APPENDIX 5.1 B 
:·:·:.·<.:·. OPEN COMPARE AND CONTRAST .~·: >: .· .. : .... -: · 
I B:i 7 k . I I 4 ; ST' . ' ' I 
• ; ; tjift;i~f~ HOW ALIKE? ··. :J¥!l."f~.:l~~;C ;< • 
... 
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CONCLUSION OR INTERPRETATION: 
